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ABSTRACT 
Motivation is often perceived as a crucial factor for learning 
to take place; but paradoxically very little is said about it in terms 
of content for teaching and/or learning materials. Usually researchers 
suggest, and teachers use methods and approaches that would serve 
as motivational factors. This practice is quite analogous to developing 
one's grammatical or linguistic competence and expecting communicative 
competence to follow or result from it. 
The present study is an investigation of ways in which motiv-
ation can be incorporated into a language syllabus and subsequently 
in learning materials in terms of sociocultural, psychological and 
linguistic content as well as being a by-product of methodology and 
textbook structure, through the approach labelled 'SP-squared' or 
(SP)2. The approach is designed to tackle the learners' learning 
problems from the learners' pOint of view (or from a social psychological 
perspective and for the purposes for which learning has been undertaken). 
To this end, the notion of 'PERSEVERANCE', conceived as the learners' 
ability' to deal with a 'crisis point' and to organise and/or reorganise 
their motivation as troubles occur, is exploited to suggest that although 
motivation is important or even crucial for learning to ta~place, 
it needs the support of perseverance without which learning (either 
formal or informal) is unlikely to take place. The study actually 
shows that motivation is not all that crucial for learning to take 
place. Rather Perseverance is, as this is what sustains 'Activity-
enjoyment' and subsequent motivation and the strategies that the learners 
require to solve their learning problems. This finding leads to the 
conclusion that motivation can profitably be exploited in learning 
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materials (which are shown to include the teachers and the class) 
if, and only if, they train the learners as 'persevering inquirers'. 
This can be achieved by means of 'guidance' seen as the esssential 
characteristic or indeed criterion of any SP-squared approach. 
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INTRODUCTION 
Three years ago, in an attempt to sort out the problem of 
textbooks for Zairean learners, we came to the conclusion that textbooks, 
though they could not possibly cater for "the whole business of the 
management of language learning" (Allwright 1981:9), are nevertheless 
useful instruments, if only to object to them (cf Lubasa 1982:137). 
We then inferred three determining criteria for textbook selection, 
namely: (a) the content of the textbook. (b) the learning processes 
of teaching methods suggested or implied; and (c) the structure of 
the material. 
The notion of content, however, is complex. In the context 
of language learning it obviously refers to the target language as 
a system and the subject matter. It refers, that is, to knowledge 
about the target language as communication (AlIen and Widdowson 1978:58) 
its culture and literature or about topics from other disciplines, 
in the case of what is known as ESP. In this very same context of 
language learning, the notion of content can also refer to learning 
strategies and attitudes towards learning and other cultures or just 
, 
the other culture. The present study looks at attitudes and more 
particularly at the concepts of Motivation and Perseverance as helping 
to determine content for the textbook. This is because we believe 
that Zaire an learners need to sustain their Motivation through Persev-
erance to get the most positive results from their language learning. 
This is perhaps then the best place to describe and analyse the 
background of the learners that this study is intended to assist. 
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0.1 The learners' background 
Under this title we offer a brief description of the socio-
linguistic environment of the learners and the school system in which 
the learners operate to learn English, the only foreign language other 
than French learned in schools. For a more detailed description the 
reader is referred to Chapters One and Two of the author's previous 
study on the problem of materials for the teaching of English for 
Specific Purposes in Zaire (Lubasa 1982). 
0.1.1 The sociolinguistic environment of the learners 
0.1.1.1 The sociolinguistic profile of the country 
Zaire can be accurately described as a multilingual/cultural 
country as her population can operate quite well in more than two 
languages. Her sociolinguistic profile can be described as consisting 
of two broad categories (local and other), each consisting of two 
subcategorles (minor and major). The minor local languages are mainly 
ethnic and are often referred to as 'tribal'. The minor 'Other Languages' 
are generally European and are referred to as 'international'. In 
this matter English is also referred to as a language for broader 
, 
communication. The minor languages whether local or international 
are mainly used for specific purposes which are not the same but can 
overlap. This is particularly the case with the international languages 
which are often used for academic purposes. The major local languages 
are either vehicular or regional, national and/or official. The official 
national languages are Ciluba, Kikongo, Kiswahili, and Lingala. They 
can be described as vehiculars supported by political decisions. 
Apart from these, the other major languages are international with 
a colonial background and/or supported by political decisions. This 
+ I ~ 
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TABLE 0.1 
The Sociolinguistic profile of Zaire 
TYPE OF LANGUAGE STATUS 
MINOR ETHNIC/TRIBAL 
LOCAL VEHICULAR 
MAJOR REGIONAL/NATIONAL 
MINOR INTERNATIONAL 
OTHER 
MAJOR OFFICIAL 
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is the case of French in Zaire, which was proclaimed the official 
language soon after independence. This linguistic or sociolinguistic 
profile of the country can be represented as in Table 0.1. Such 
a multilingual/cultural profile is bound to affect the learners' 
attitudes to and interests in the languages around them whether these 
are local or foreign as can be seen from the following discussion 
of the status and function of the different types of languages. 
0.1.1.2 Status and function of the different languages in the country 
In terms of status, the minor local languages are referred 
to as dialects, the major locals as vehicular, the major 'Other 
language' i.e. french as the official language and the other minor 
languages as foreign languages. The dialects (also referred to as 
'tribal languages') are generally used for interaction inside the 
ethnic group and among members of the same family and clan, at home 
and in more traditional contexts such as ritual ceremonies and 
'palavers' (cf Lubasa 19~2:85). In this sense these languages are 
used for specific purposes just as English and French are for educational 
matters. The vehiculars, on the other hand, are lingua francas used 
i beyond the so-called tribal languages or dialects among people of 
~ 
different tribes from the same areas, regions or provinces. They 
are used for trade and various local, regional or inter-regional 
interactions where the use of ethnic languages will make communication 
impossible. The vehiculars and Borne of the ethnic languages are 
also used in schools as mediums of instruction - for at least the 
first four years of primary education. Officially education is in 
French from the beginning. But contradictory government measures 
confuse the issue (cf Kutumisa 1983:30-31). One thing is clear, 
though: the majority of children use the vehiculars or their own 
,. 
~ ... ...... 
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ethnic dialect as the medium of instruction for the first few years 
of their primary education with French as a subject. These are the 
children of ordinary people attending ordinary primary institutions. 
The children of the rich, important and/or ambitious parents attend 
prestigious schools where French is the only language of irutruction 
from the start of primary education (cf Lubasa:1982). 
French may be the official language - but for those who 
do not speak it, the vehicu1ars established as national (i.e. Ciluba, 
Kikongo, Kiswahili, and Lingala) are also used in public and local 
administration. In practice, even ethnic languages are used along 
with the national or French, but official reports have to be written 
in French, no matter how bad the standard. English and other foreign 
languages are used for various specific purposes~ English is mainly 
used (or indeed needed) for reading as evidenced from the present 
study .(cf 4.2.11), and Yaba's survey of the use of English in Zaire 
(Yaba 1980). Despite that, many people think of it as. 
a school language. In this respect Kutumisa's statement that English 
is 'symbolic' in Zairean society is indictive (cr Kutumisa 1983:28). 
At this point let us consider the language policy of the country 
, 
before and after independence as this affects the attitudes both 
of learners and everyday speakers towards other languages and their 
own. 
0.1.1.3 Pre- and post-independence concern for languages 
In Zaire, it makes better sense to talk about 'language 
concern' rather than language policy, as no clearly defined policy 
exists even after in~ependence. What is available is essentially 
a set of ' opinions and arguments for or against such different languages 
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or groups of languages. These opinions and arguments lead to the 
following often accepted or suggested hierarchy (but see also 4.3.10.2, 
4.3.10.2, b); 
(1) French: Foreign and official language used as the medium 
of instruction; 
(2) the national languages where the hierarchy in decreasing 
order of importance is: Lingala, followed by Kiswahili, 
followed by Kikongo and Ciluba; 
(3) the mother tongues, most of which are ethnic and estimated 
at a minimum of 250 in number; 
(4 ) the other languages among which is English. 
In colonial times, local languages were used for education. 
It is only towards the end of this period (1950's) that French entered 
the education system. The 1948 reform regulations theoretically 
limited the use of local languages in schools to four: Kikongo, Lingala, 
Ciluba and Kiswahili. These have now been elevated to the rank of 
national languages. It must be noted that these four were meant 
as a first step towards the unification of the languages for education 
throughout the country~ not just four languages to be used in whatever 
, 
manner (at. school or 1n society) ~cf Congo BeIge 1948:34). Meanwhile 
I 
other languages were used 1n rural schools (and are still used now) i I. 
depending upon their 'coverage and vitality. In urban schools a lingua 
franc a (i.e. a vehicular) progressively gave way to French. The 
situation caused or was percieved as causing great practical difficulties 
in terms of teaching staff and materials design (loc cit). 
The linguistic explanation offered in the 1948 regulations 
(Congo BeIge 1948) Ior the establishment of French as the language 
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of instruction is that in their present state local languages could 
not be used effectively for the type of general or specialised education 
that would help the ~lite to assimilate the necessary elements of 
'advanced European civilisation' (cf Congo BeIge 1948:34). This 
argument is still used, even by linguists to block the promotion 
of local languages (cf CELTA 1974), and has a tremendous effect on 
the attitudes of Zaireans towards local languages in education (cf 
4.3.10.2, d). The attitudes can be easily apprehended in view of 
opinions such as Guilbert's that Zairean languages are "idioms incapable 
of constituting a normative model for oral and written communication" 
(Guilbert quoted by Kutumisa 1983:28) - an obvious nonsense. Guilbert, 
as a famous missionary, must have known that the Holy Bible, with 
its complex abstract concepts, was translated into many of the idioms 
to which he denied normativity, and even the capacity for written 
discourse. 
After independence (June 1960), controversy of a different 
order began. In 1961 French became the official language of the 
country. Local languages were excluded from the curriculum, not 
only as a medium of instruction but also as subjects. The change 
sprang from'the ~lite's view of French (in reflection of the dismissed 
master and as a refle6tion of the master's teaching) as, the key to 
civilisation or rather to' 'the' civilisation. It was less a hangover 
of the colonial period, rather it was a reaction to what was perceived 
as a privilege long withheld from the people. But the officially 
expressed motive was to foster national unity (er Kutumisa 1983:30). 
The consecration of French as the official language and 
the virtual suppression of local languages from the nation that French 
0. 
• <' ,\ ,._-/: 
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was meant to foster raised a multitude of reactions. Some boasted 
of the value of the local languages to force their rehabilitation, 
others suggested various other solutions. It was in this context 
that 'Franco-Zairean bilingualism' was suggested by Mbulamoko (1974) 
who, when he became the Minister of Education, tried hard to implement 
it. 
'Franco-Zairean Bilingualism' consists of French and one 
of the four established 'National' languages. In schools, it consists 
of (a) the use of the vehicular language of the region (i.e. one 
of the four national languages) in the first two ~ars of primary 
educaiton; (b) the intensification of the use of French as subject 
and medium of instruction from the third year of primary education 
onwards; (c) the use of French alone as the medium of instruction 
and the learning of either Lingala or Kiswahili in secondary education. 
There seems to be no room for other languages in the Franco-Zairean 
plan. In addition it reduces the national use of the national languages 
to two for no obvious reasons bar the relative importance of Lingala 
as the language of the capital (and all that implies) and Kiswahili 
as the language of many other countries in the East of Africa. It 
is obvious'that this suggestion picks up the main point of the Belgian 
suggestion in 1948. The difference between the 1948 reform and 
I 
Mbulamoko's suggestion is that the Belgians suggested a progressive 
change from the local languages (more than the four national languages 
Mbulamoko starts from) to French, while he advocates a drastic change 
from the four 'National languages' to French. The second difference 
is the introduction in secondary schools of the study of Lingala 
and Kiswahili. 
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Mbulamoko's bilingualism would have made sense, in our opinion, 
if the action started by the Belgians to reduce the "not less than 
250" languages or dialects to a minimum of four or less vehicular 
languages had continued. In the present state of affairs, forcing 
people who do not understand the national languages to study in them 
for the first two years of their formal education would not be that 
different from teaching them in French right from the beginning. 
As a matter of fact, it would even be less productive as the learners 
would have to shift languages twice (from the mother tongue to the 
national language, then from the national language to French) rather 
than once, i.e. from their mother tongue to French. This does not 
help the learners nor does it serve the development purposes of the 
country. 
There is no harm in having more than one national language 
nor is there any harm in abolishing French except for specific purposes, 
as happens with English in Zaire. This is our contention: that we 
need to establish: (a) not what or which language to use in education 
and for official purposes, and why, but rather (b) which or what 
language or, indeed, languages are most effective for the development 
of the country. It emerges from a consideration of the sociolinguistic 
profile of the learners compared to the sociolinguistic profile of 
the country. 
0.1.1.4 The sociolinguistic profile of the learners 
(see also 4.2.8 and 4.2.10.2) 
The sociolinguistic profile of the Zairean learner of English 
corresponds dramatically to the SOCiolinguistic profile of the country. 
It is characterised by: 
(a) the mother tongue, which is, in the majority of cases, 
one of the ethnic languages. In urban areas the 
mother tongue is often the vehicular of the urban area 
(i.e. one of the four national languages); in some 
cases it is French, the official language; 
(b) one or more 'national languages'; 
(c) French, and 
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(d) English, even though this is the least mastered language 
(cf 4.2.9); 
These languages are mastered at different levels of competence with 
the mother tongue first in the scale, followed by the national languages 
and/or French. In terms of the number of those who speak the different 
languages, the mother tongue still comes first (since everyone has 
a mother tongue) followed by the national languages (as these are 
the languages of urban or urbanised masses) and then by French, the 
language of the elite even though it is intended to be the language 
of the nation. It follows that the language of the urban minority 
takes more importance at national level, stunting the growth of the 
languages of the majority which provide the actual force of the 
socioeconomic and technical development of the country. Thus the 
importance ~f French in Zaire is not based on its communicative relevance, 
but its capacity to open the country to the rest of the world. This 
seems a pOor criterion: English and many other languages also open 
the country to the rest of the world without being proclaimed the 
official language. Nor can French help the development of the country 
if it is not the language of the people, i.e. if it is not the language 
most of the population uses to communicate with each other. 
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Clearly Mbulamoko's Franco-Zairean bilingualism ignores 
the majority of the population which speaks ethnic languages as mother 
tongues. To be at all realistic, Mbulamoko should have suggested 
at least a tri-lingualism. There is evidence that Mbulamoko's biling-
ualism ignores the mother tongues. The languages involved in his 
bilingualism are the national languages and mainly Lingala and 
Kiswahili (cf 0.1.1.3). These, as will be remembered, are the mother 
tongues of Some urban dwellers only, since the majority of the population 
has one of the many ethnic languages as a mother tongue (cf Supra). 
Mbulamoko's solution to the Zairean language problem thus does not 
help the country nor does it help the learners psychologically, indeed 
socially, in their education. If we had to propose a solution we 
would go for a down-to-the-people approach in which considerable account 
was taken of the mother tongue along with the 'national languages' 
and in which English or French, or both (depending on the need) would 
be learned for specific purposes including the opening of the country 
to the world at large. This would obviously entail a top to bottom 
reform and re-organisation of the education system, the substance 
of our next subsection. 
0.1.2 The teaching system in its context and setting 
The Zairean school system consists of four levels: the nursery 
or pre-school level, the primary, secondary and higher education 
levels. What follows is a demonstration that despite some observable 
differences, the present Zairean teaching system is exactly the same 
as the pre-independence one in terms of the underlying ideology and 
of the pedagogic structure. Such an enterprise calls for a historical 
approach. Thus, in the light of authentic and second hand sources 
let us compare the ideology and the pedagogic structures prevailing 
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during the century of the existance of Zaire as a country. i.e. from 
the Free State of Cong() to Zaire today. 
0.1.2.1 The ideological basis of the teaching system 
Although confessional schools existed lon~ before 18~0. 
the first government move for a school system took place in 1889 
and was carried out in 1890 with the issue of the decree providing 
for setting up what are referred to as 'school colonies' (cf George 
1966: Note 1 on Page 3) or in French "Colonies d'enfants indig~nes" 
(cf Kita 1982:130). The literature seems to support the idea that 
the first schools were set up for humanitarian or even charitable 
puposes, to help abandonned and neglected children. But we believe 
with Kita (1982) that 'neglect' and 'abandonment' are European concepts 
irrelevant to the (then) Free State of Congo (FSC). They were intended 
to cover the ideology of the coloniser in the exploitation of the 
colony and of the colonised. Inqeed, what could parents 'neglect' 
and 'abandoned children' really mean in Africa of that time (or even 
today with 'modern civilisation') where the concept of parental respon-
sibility and education differ completely from European practices? 
In African Society children and their education are not merely the 
responsibility of only the congenital parents. There is always someone 
to look after the children even if the congenital parents are dead. 
A study of the texts related to these schools shows that their real 
purpose was not really to help so-called neglected and/or abandoned 
children. It was rather to provide the State and, later, the Colony, 
with "mini-concentration camps" where manpower was to be trained 
to serve the purposes of the settler. Van Hove, an official of the 
Belgian Government, (1951:4. see also 1.1.4.3) writes that the Government 
of the FSC's motive in setting up a school system of some kind was 
its intention to settle the country and exploit its agricultural 
and natural wealth. In other words, it was not for humanitarian 
purposes or charity that the school system was started, but for 
eXploitation. Similarly Kita (1982) denies the Government of the 
CFS the genff'Osity they claim underlay the creation or the 'school 
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colonies' for the indigenous peoples following the 1890 decree providing 
for the setting up of the schools. For details the reader is strongly 
referred to Chapter Three in Kita's book Colonisation et Enseignement(1982). 
The pre-independence school ~stem has been characterised 
as sporadic and slow (cf Van Hove 1951:4). It was not until 1929 
that a really consiste~and viable school system operated in what 
is now Zaire. But even then, its main characteristic remained instab-
ility which persisted until the eve of independence (cf Lubasa 1982, 
Chapter One, for a detailed description of the Zairean school system 
as a whole). 
Until 1889 the Government of the FSC had not made official 
its intention to organise schooling in the Congo. The whole business 
of educating the Zaireans seems to have started from an overzealous 
priest, Abb~t Van Impe, the Head of the 'Institut Saint Louis de 
Gonzague' in Belgium (ef Kita 1982:123). In 1888, Abbot Van Impe 
applied for the Government's support for his plans to get the Zaireans 
educated in Belgium. The Government covertly opposed and fought 
the idea. Kita (1982:123-130) studying the correspondence between 
Abbot Van Impe and the Government found that the education system 
the FSC presented later in very skilfully written official texts 
went far beyond trial and error; it was the product of a well thought 
out and deep-rooted policy. This contradicts the image the education 
policy presented to the world in the official documents. In this , 
respect, Kita's work is a revelation. It reveals that education 
was seen by the Belgian Government of the CFS as an instrument of 
oppression in favour of the development of the state, rather than 
the instrument of intellectual liberation and development of the 
local people. This is what underlies the pre-independence system 
of education characterised ideologically by: 
(a) the utilitarian aims and direction of education often 
3~ 
directed by the circumstances of the time. It explains 
the instability of the system before independence. 
(b) the tendency to keep the cost of the education of the 
indigenous people at the lowest possible level. This 
partly explains the recourse of the Government to the 
services of missionaires, the other justifications 
being mainly politico-administrative; 
(c) thenotion of the 'state children', underlying the 1890 
decree for the setting up of the 'School Colonies' 
for indigenous children. The text of the decree itself 
puts forward the idea of 'child protection' presenting 
the 'School Colonies' as a philanthropic work in favour 
of the abandoned and the orphaned. But, as we argued 
earlier, this is only an excuse to cover the 'Belgocentric' 
policy of Belgian paternalism. 
How far do the characteristics of pre-independence educational 
ideology apply to the post-independence period? A little thought 
given to the relevant section of the Party Manifesto reveals the 
Similarities (cf Mobutu 1967:23-25): 
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(a) the utilitarian direction of education still persists, 
with a set of objectives that are even broader than 
before. The difference, however, is that after independence 
the utilitarian direction does not entail oppression. 
It rather offers opportunities for Zaireans theoretically 
to contribute to the development of the country. This 
would have been a major difference if on completion 
of their studies the right people had slotted into 
the right occupations. 
(b) the tendency to keep the cost of education at the lowest 
possible level is as relevant as before, but for different 
reasons. The Belgians were not inclined to spend a 
lot of money on the education of their subjects. The 
Zairean government is but financial and economic 
constraints force them to keep the cost as low as possible. 
As a consequence, they still have recourse to misSionaries, 
or rather to religious groups to organise most of the 
educational institutions, especially at primary and 
secondary levels. ThUS, though the reasons are different 
the outcome is still the same; 
(c) the notion of 'state children'. There are no more 
'state children'. But the 'Jeunesse du Mouvement 
Populaire de la Revolution' (JMPR) by trying to keep 
everyone within school age or actually going to school 
under control (mainly politically) plays exactly the 
same role as the instigators of 'state children' played 
in the pre-independence period. In addition, the JMPR's 
aim is reasonably similar: to stop the students protesting 
t 
against Government actions. Thus the pre- and post-
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independence ideologies of the education policy are 
interrelated if not the same (for complementary information, 
see Lubasa 1982:1.2.3.2). 
0.1.2.2 The pedagogic structures of the system 
The pedagogic structures of the school system are concerned 
with the actual organisation of education in terms of levels and 
duration. Fig. 0.1 (Lubasa 1982:27) represents the school system 
as it was left at the time of independence. That is, the last changes 
in the structures of the pre-independence school system led to the 
structures schematically represented in Fig. 0.1. It shows five 
distinct levels of education. The pre-school level, the primary, 
the post-primary, the secondary and the tertiary levels. The pre-
school level prepared the children for primary educati~n and was 
the same for the boys and the girls. From the primary level the 
girls were separated from the boys. They were given separate types 
of education. The boys were trained to work in the colonial adminis-
tration or as manpower in the service of the administration. The 
girls on their side were trained to become good Christian wives for 
the elite. This level consisted of two parts for both girls and 
boys. The first part, referred to as lower degree primary education, 
consisted of two years in both cases. Its role was to select the 
academically apt from the non-academic students. This is the first 
manifestation of the colonial educational ideology which consisted 
in keeping the mass of the population in ignorance, and related to 
the utilitarian orientation of the educational policy. 
After the two years of lower degree primary education, the 
children judged as clever and academically oriented, were selected 
to enter the select upper degree of primary education. This level 
prepared the children for proper secondary education. It consisted 
of four years for the boys, and three years and a preparatory year 
referred to as 'sixieme preparatoire' (preparation sixth form) for 
the girls. The preparatory sixth year was for brilliant girls able 
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ID further their education. Those successfully completing their prepar-
atory year could enter either a four-year teaching training course 
or a three-year Middle Agro-domestic course, depending upon how good 
they were. Nothing was offered beyond this level: no university 
education was available. The boys could go to university on satisfactory 
completion of classical secondary education only. The latter was 
restricted to the best students of the select upper primary. The 
others, depending upon their intellectual ability, entered professional 
middle or secondary schools, technical/modern secondary education 
teacher training or the 'Ecole Moyenne' (Middle School). The middle 
schools, teacher training and the professional secondary schools 
were job-specific, and did not lead to tertiary education. Professional 
secondary and the professional middle schools differ in the length 
of study. Only the good students entered the secondary, the less 
able being oriented towards middle schools thus perpetuating the 
selection slarted at lower primary educaiton. Those who entered 
the technical or modern secondary education were also job-oriented, 
but could further the education and spec~se in tertiary institutions 
other than the university. After the first three years of secondary 
education, the children split according to their interests or rather 
according to their aptitudes judged by the school. The point is 
that the learners had no choice. They were told what to do after 
completion of every stage. 
Table O. 2: Summary of the Pedagop;ical Structures (Lubasa 1982) 
Level Sub-divisions Length Total length 
Pre-school Nursery 2 - 3 1 
- 3 
(Preparatory) 1 
Lower (l er degre) 2 
Primary Middle (2
ce degre) 2 6 
Upper (3 ce degre) 2 
Post-primary 2/3 2/3 
Orientation cycle 2 
Secondary 
Short 2/3 4 - 6 Humanity 
cycles Long 4 
Higher Universi ties Variable 
Education Variable Colleges 3 - 5 
'. \ ~ .. 
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The boys and girls judged to be non-academic received a 
post-primary education which prolonged their primary education to 
prepare the sort of manpower necessary for the administration and 
other sectors. When we compare these pedagogic structures to the 
ones we have today, we find that the changes are only superficial. 
Indeed, how can they be different if the ideology behind them is 
basically the same? Table 0.2 represents in a summary form the 
structures of the school system after independence as analysed in 
a previous work (Lubasa 1982:32-54). The first obvious change is 
that there is no longer a difference between girls and boys. The 
second change is the suppression of the distinction between select 
and ordinary upper primary education. The third difference is the 
introduction of an Orientation Cycle in which the learners' academic 
performance orients them towards the types of studies in which they 
are expected to do best. This selection is based primarily on how 
well one does in French, Mathematics and related subjects. The last 
difference (which is not obvious from the table) is that anyone 
having satisfactorily completed the six-year period of secondary 
studies is entitled to enter the university or tertiary institution 
of their choice, thus making tertiary education accessible to everyone. 
, 
But the trouble is that, despite their increased availability, these 
structures remain selective and reflect the colonial system of education, 
selecting only what was seen as progressive in the pre-independence 
times. Indeed, the present educational pedagogic structures are 
based on (if they are not a copy of) the serect upper branch of the 
pre-independence system (cf Fig. 0.1). The Orientation Cycle which 
appears to be new is little more than a generalisation of the first 
three yearS of the technical and/or modern secondary school structures, 
~educed to two years. Thus we Come to the 1 . ~ uneasy cone USlon that 
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the present pedagogic structures, and by extension, the system of 
education itself are based on the colonial system, minus its negatively 
perceived or unwanted aspects. The implication being that the present 
system perpetuates, at least partially, and perhaps unwittingly, 
the underlying educational ideology of the coloniser. 
So far we have demonstrated the continuity between the colonial 
and the present systems of education in terms of the underlying 
ideology and their pedagogic structures. This continuity explains 
the social and psychological significance of education in Zaire today 
(cf Lubasa 1982:122-125) and some aspects of the psychology of the 
Zairean learner and educator. 
0.1.2.3 The social psychological meaning of education 
The concept of education in Zaire can be defined as an instru-
ment of social mobility and personal achievement. Of course, one 
might want to argue, education is an instrument of social mobility 
everywhere else in the world. Indeed it is; but social mobility 
is not its prime significance, nor is personal achievement. To judge 
from the aim of education (the development of desirable qualities 
such as critical thought, integrity of character, creativity etc 
(cf Peters 1977:3, and/or 1967) the significance of education is 
both socially and psychologically developmental. It is thus that 
education is seen as the instrument of development: social, economic, 
individual or otherwise. Social mobility and personal achievement 
in society are side effects. Given the ideological and the pedagogical 
backgrounds of the Zairean school system, it is not surprising that 
the side effects are· valued more than the substance. 
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The reason for this view of education, which is quite general 
in Africa (cf Miaro 1974:565-6) or perhaps in developing countries 
as a whole, lies with the colonialists and their educational policies. 
In Zaire, the view has been reinforced. Formal education is desired 
not for the development it can bring to the individual and society, 
but for the diploma and the subsequent social status. The higher 
the degree the better the expected status. Thus parents push their 
children as high as they can (even if the children are not interested 
or, indeed, academically able). They see their children's success 
as their ·own: they want their children to succeed where they, themselves, 
failed (either because they were not given the opportunity or because 
they were not apt). Parents regard their children's failure as their 
own. Disappointed, perhaps dishonoured by their children, they reject 
them and disgrace them. The reason they feel dishonoured stems from 
the highly selective system of education: children who fail are 
dismissed from school. It follows that the children find themselves 
in a stressful situation where they have to find ways of surviving 
the system. One of the ways is the learning by rote of the teachers' 
words, a practice deeply rooted in the Zairean system. From the 
very start learners were asked to memorise what they were taught 
, 1 
and never to go beyond that. 
This is a direct consequence of the utilitarian orientation of the 
CFS educational policy and of the notion of 'state children' (cf 
0.1.2.1). Rote-memorisation thus springs from the educational ideology 
of the teaching system: (a) the Belgians were willing to teach only 
what was relevant for the immediate needs of their adminstration. 
They wanted this to be done quickly and effectively. On the other 
hand, (b) they were afraid to teach more than was needed lest it 
was used to fight their policy and their privileges. The only way 
out of a situation that Kita (1982:18) rightly refers to as the 
"dialectics of fear and necessity" (La dialectique de la crainte 
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et de la necessite) (cf 1.1.4.3, ii, 2) was rote-learning and the 
isolation of the population from whatever could provide the learners 
with more information than what the teacher wanted. As a consequence 
the teacher quickly became the only source of information and an 
important person in Zairean society and in the classroom. Today 
the teacher is still important in the classroqm, but not in society, 
as the social values of Zaire have moved from moral and intellectual 
to material and economical. It is this which still justifies the 
significance of formal education as a means of social mobility and 
personal aChievement. With this background in mind we are now ready 
to move into the heart of the matter and consider the problem of 
learning materials for the Zairean learner of English. 
0.2 Description of the study 
The present study is concerned with ways of exploiting the 
learners' motivation and perseverance in learning materials in such 
a way as to increase the motivation of the motivated learners and 
to initiate and equally increase the motivation of the unmotivated 
or indeed ot negatively motivated learners. It is not just a concern 
for learning materials and the ways in which they can be used to 
increase the motivation and perseverance of keen pupils and to increase 
the motivation of the less committed. It relates to the specific 
problem of Zairean learners of English (cf 2.3.1), whose attitudes 
towards various aspects of their learning are collected and analysed 
through factor analysis and frequency counts. 
:~, ." , 
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The study consists of two parts: Part One, the literature 
of language teaching with special reference to learning materials 
and motivation; Part Two, the methodology of field work, the analysis 
of collected data and conclusions. Part One has two chapters. The 
first offers a brief historical survey of language teaching in the 
West and how these historical facts relate to Zaire. The second, 
'Motivation and Perseverance in Language Learning Materials' surveys 
some relevant literature. It also looks at the concept of Motivation 
in what is referred to here as the pedagogic tradition of Motivation, 
that is, Motivation from the teacher's point of view. From this 
study emerges what we have referred to as the operative pragmatic 
or pedagogic definition of Motivation, from which the rest of our 
definitions derive (cf 2.3.4). 
The analysis of the pedagogic view of Motivation is followed 
by a description of the problem of Motivation as it affects ELT in 
Zaire and the five hypotheses which derive from it: two mains ones 
and three related subsidiares. These hypotheses are tested through 
a framework (Fig. 2.4) and empirical data (Part Two). While the 
empirical instruments are described in Chapter Three, Part TWO, the 
, 
conceptual framework is described in Chapter Two after the hypotheses. 
The description of the framework leads to the description of the 
approach that this thesis suggests for dealing with the problem at 
hand. The approach has been labelled 'SP-squared' where 'SP' stands 
for Specific Purposes (SPI) and Social Psychological (SP2). Because 
there are two 'SP's', we found it appropriate to square them. This 
is what justifies the label 'SP-squared' or, indeed, (SP)2 for the 
more mathematical. 
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Part Two consists of Chapters Three to Five. Chapter Three 
is a description of the empirical instruments used to collect the 
data on which the conclusions of this study are based. Chapter Four 
analyses the data and Chapter Five looks at the findings of Chapter 
Four and their implications for learning materials, before envisaging 
some practical ways of accounting for Motivation and Perseverance 
in learning materials. Some generalisations come last by way of 
conclusion. 
) 
NOTES 
1. Personal communication from the old, particularly Lubasa Ndongala 
(my father) and Ruth Page, a Protestant missionary, who worked 
in Zaire from the second world war period until 1981 when she 
retired. 
PART ONE 
SURVEY OF THE LITERATUHE ON LEARNING MATERIALS AND MOTIVATION 
C'est en consid~rant les choses dans leur genese 
ici comme ailleurs qu'on en obtient la meilleure 
intelligence. 
Aristotle (quoted in Kita 1982:25) 
•.. Language Teaching theory has a short memory. 
Perhaps because of our involvement in current 
problems and polemics, we have tended to ignore 
the past or to distort its lessons, and to re-
enact old battles over and over again .•• 
Stern (1983:76-7) 
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CHAPTER ONE: LT HISTORICAL SURVEY 
While sciences have advanced by approximations 
in which each new stage results from an improvement, 
not a rejection, of what has gone before, Language-
Teaching methods have followed the pendulum of 
fashion from one extreme to the other. So that, 
after centuries of Language Teaching, no systematic 
reference to this body of knowledge exists. 
Mackay (1965:138) 
1.0 Introduction 
Current thinking and approaches to syllabus design and 
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materials production result, among other things, from dissatisfaction 
or disappointment with teaching methods, long considered as 'the 
cause of success or failure in language-learning' (Mackey 1965:138). 
This chapter is meant as a survey of the Language-Teaching (LT) 
approaches which paved the way to the present concept and development 
of syllabus and materials design. The reason is that most views 
expressed in connection with language-teaching or language-learning 
have repeated themselves throughout the centuries and travelled the 
whole world adapting themselves to the conditions of the time and 
the place in which they find themselves. They landed in Zaire and 
therefore need to be discussed in the context and the light of their 
new setting as well. 
Obviously, the survey is based on eXisting literature of 
the history of language teaching and syllabus and/or materials design. 
Our intention is not to duplicate that; rather, it is to learn from 
the past in order to deal with the present and look to the future, 
if not with confidence, at least with some sense of safety. 
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In writing the survey we have drawn Quite heavily on Mackey 
(1965), Kelly ·(1969), Stern (1983), Yalden (1983, and Howatt (1984). 
We rely on them. 
Syllabus and materials design are linked with the development 
of communicative approaches to language teaching. They are, in effect, 
a fairly new concept or area of enquiry in the history of language 
teaching (cf Stern 1983:109-10; Yalden 1983; and Howatt 1984) in 
that before recent shifts in LT, approaches to syllabus and teaching 
or learning materials or course-books were limited to their analysis 
rather than a consideration of their design. The latter is seen 
now as an approach to dealing with Language-teaching/learning (LTL) 
problems. It seems to owe this particularity initially to the Council 
of Europe prOject (1971-73). However, the forces that shaped it 
go back to the period after the Second World War. 
In the scope of this thesis and for the reason provided 
here above, it is felt essential to consider these forces and their 
historical background as it is reflected, perhaps unwittingly, in 
the present developments of language teaching with a special emphasis 
on teaching, and/or learning materials. In this respect aspects of 
Zairean LT are related every now and againj for, we believe that 
the study of the avaliable LT history of Zaire will help us point 
at viable directions for future development, at least in, and for 
this part of the world. 
1.1 LT before World War 11 
.. , Let us remind ourselves that the main purpose 
of an historical approach is to ensure that the 
totality of past and present developments in pedagogy 
· , . , ~. 
1.1.0 
-theory, research, and practice - is not lost but 
constitutes a consistant source and resource for 
our theory of language teaching. 
Stern 1983:114 
Jntroduction 
Language teaching history (cf Mackey 1965:141-151 and Kelly 
50 
1969:363ff) shows that the principles underlying language instruction 
have not changed a lot. What has changed and keeps changing is the 
emphasis as a consequence of social developments and change (cf Howatt 
1984:129). In this connection Kelly (op cit), in the introduction 
to the last part (Part VII) of his book, asserts that: 
The total corpus of ideas accessible to language 
teachers has not changed basically in 2,000 years. 
What have been in constant change are the ways 
of building methods from them ••• (p363). 
and that 'the part of the corpus that is accepted varies from gener-
ation to generation, as does the form in which the ideas present 
themselves' (Loc cit). 
It follows that discussion about language teaching through 
the centuries was mainly concerned with teaching methods and/or 
approaches. Depending on changes in social values of language knowledge 
(cf Kelly 1969, and Howatt 1984) scholars focussed on one or the 
other aspect of language teaching in connection with methodology 
as the nucleus of language teaching and its developments. 
Mackey (1965:141) suggests that the initial concern with 
LT methods in Europe began in ancient times and continued throughout 
the Middle Ages. The methods then 'were mostly limited to Latin grammars 
designed to enable clerics to speak, read and write their second 
langu~ge ... '(Mackey loc cit). The instruction focussed mainly on 
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literature and rhetoric (cf Kelly 1969 Fig 27). Before then foreign 
or second languages (Greek or Latin) were learned or acquired informally, 
in a similar way as for the native languages, a situation thought 
to have prevailed in most of sub-Saharan Africa before the fifteenth 
century. 
With regard to Zaire, first contact and study (either formal 
or informal) of European languages can be traced back to the last 
decade of the fifteenth century through to 1504, when missionaries 
had built a school in the ancient Kongo Kingdom (cf Gerard 1981:286). 
It is not clear what the method used was. However the description 
of the first book in Kikongo published in 1624 suggests that there 
was a lot of translation involved (cf Gerard 1981:287). 
It is reported that there was an exchange of letters between 
the Kongo court and Portugal as early as 1514, the implication being 
that there were literate Kongo people who could read and write 
Portuguese (cf G~rard, loc cit and Balandier 1968:226 and Ch 9) at 
that time. As the period of time referred to above falls within 
the European Renaissance, it would seem reasonable, in this survey, 
to look at LT during the Renaissance in Europe. A more serious reason 
to start this survey from the Renaissance is that this is the period 
when textbooks became important to the pupil (cfKelly,1969:257). 
1.1.1 Renaissance and LT 
The reproduction and vulgarisation of Greek and Latin classics 
in the Renaissance (made possible by the invention of printing) 
revealed the gap which existed between the Latin classics and the 
Latin spoken in academic Europe at the time. 
This revelation caused dissatisfaction with Latin learning! 
teaching and, subsequently raised complaints about Latin teaching 
methods referred to later as 'Traditional'. The dissatisfaction 
resulted in attempts to 'improve the teaching of Latin by doing away 
with the learning of grammar for grammar's sake'(Mackey 1965:141); 
which is in effect another consequence of the vulgarisation of the 
Latin classics. 
52 
As far as methodology and teaching materials are concerned, 
the first fully principled move away from grammar to meaning is made 
by Comenius in his Orbis Sensua1ium Pictus first published in 1654. 
With this publication, consismnt and sysmmatic use of induction and 
pictures to teach foreign or other languages entered the LT profession 
and textbooks. There is evidence of use of pictures in textbooks 
to teach meaning before Comenius's publication. This practice stems 
probably from Asia where pictures were used for teaching purposes 
long before they were in Europe (Kelly 1969:15). In European classrooms, 
it is attested in the Middle Ages, but their intention was not 
primarily pedagogic. It was rather ornamental or aesthetic and 
secondly devotional. Thus Comenius's merit in this respect is to 
have fully thought-out a Scheme of teaching vocabulary (i.e. lexical 
meaning) with pictures (cr Kelly, 1969:15-8). 
For Comenius, learning was 'an active process' which requires 
the collaboration of as many senses as possible. This idea goes 
back to St Augustine and is reflected in current thinking about what 
learning is and what learning a language involves and implies. It 
is manifested in the different communicative approaches to language 
teaching in which syllabus design and materials production occupy 
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an increasingly important place. Let us note, however, that the 
current view of language learning is based on research about language 
learning rather than research (or whatever) on language teaching. 
Soon after Comenius's death, his 'scheme of teaching vocabu-
lary with pictures' was forgotten for more than two centuries. One 
of the reasons is the cost of the Orbis pictus, his book. The other 
important reason is the predominance of the Cartesian spirit of the 
seventeenth and eighteenth centuries which favoured coherent theorising 
about reality (cf Kelly 1969:399). Nevertheless, Comenius's ideas 
were revived now and then through the seventeenth and the eighteenth 
centuries by those who, like John Locke, Besedow and Meidinger, were 
interested in language teaching (cf Mackey 1965:143; Howatt 1984: 
147-50). 
1.1. 2 The Seventeenth and the Eighteenth Centuries 
John Locke (1693) shared the idea of Comenius and Montaigne 
about Language Teaching/Learning (LTL). For him, as Quick (1880:138) 
quoted in Mackey (1965:142) reports, 
Languages were not made by rules of art, but by 
Accident, and the Common Use of the People. And 
he 'that will speak them well, has no other Rule 
but that; nor anything to trust to, but his Memory, 
and the Habit of speaking after the Fashion learned 
from those, that are allowed to speak properly, 
which in other Words is only to speak by rote ••• 
This passage reflects both Comenius's principle of induction in other-
Language Learning (OLL) and Montaigne's point that concern with rules 
of grammar hinders fluency, or, in current terminology, accuracy 
reduces fluency. Locke recommen4s that: 
••• for most practical purposes languages should 
be learnt by use rather than by systematic study. 
Stern 1983:96 
" .. ' .·.k 
We will all agree that this issue 'presents itself again today in 
discussions on carnunicative language teaching' (Stern:loc cit). 
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In the eighteenth century, Comenius's ideas were particularly 
followed by Basedow who was also influenced by the nature-education 
ideas of Rousseau. Later in 1783, Meidinger's work introduced trans-
lation from L1 into the second language 'through the application 
of rules of grammar', thus reversing the usual practice in &chools 
consisted of translating from the other language into the first (cf 
Mackey 1965:142-3). 
The main characteristics of the period stretching from the 
seventeenth century through to the nineteenth century are summarised 
by Kelly (1969:Fig 27) in terms of: 
(a) the orientation of grammar; 
(b) the purposes of language; and 
(c) the state of the methods. 
The grammar is characterised as logical or logically-oriented due 
to the Cartesian spirit of the period. The purposes of language 
learning were anything but 'functional'. The possible social purposes 
of 1anguage,were subordinated to literary and scholarly purposes. 
The methodology is characterised by the evolution of the grammar-
translation methods. 
By the end of the eighteenth century, the teaching of Latin 
grammar had become an end in itself as Latin ceased to be the medium 
of instruction. As a consequence, the teaching and application of 
Latin rules became formalised into a sort of intellectual exercise 
(cf Mackey 1965:143). It is this 'intellectual exercise' aspect 
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of language teaching which even today justifies the teaching of Latin 
in Zairean schools - a hang-over from the pre-independence period 
when Latin was taught along with Mathematics to develop reasoning 
in the learner (cf Congo BeIge 1948:23). The same argument may well 
justify the teaching of other languages in some other countries where 
the aims of language teaching are similar to those achieved from 
the seventeenth through the nineteenth centuries, i.e., to a large 
extent, literary and scholarly. 
One of the factors which helped the evolution and establish-
ment of the grammar-translation methods is 'the easy availability 
of books' (Kelly 1969:260). The fact is that translation methods: 
... require a text in front of the student for 
constant reference. While this was not necessarily 
in book form, lack of books would have seriously 
hampered the application of the method. 
Kelly 1969:260 
The suggestion is that in the particular case of translation methods, 
teaching materials, namely: the textbook, supported the prevailing 
LT theory of the time rather than being influenced by it. The impli-
cation (or at least one of the implications) being that teaching 
materials can be free from current LT theories and yet be useful 
and usable within the scope or framework of the theories in question 
as a guide for language use and usage, or in Marcel's terms: 
••. as models of expression, ••• the only guide 
for speaking and writing in conformity with the 
genius of the language. 
Marcel(1869:16)quoted in Kelly (1969:261) 
The importance or indeed the un importance of coursebooks thus is 
not so much related to the current teaching theory nor has their 
use depended entirely on teaching theory. It is rather linked with 
the availability, the cost, and the layout of the book, on the one 
hand, and on the other hand, with the growth of self-instruction 
in languages. 
The recognition that learners could teach themselves given 
the right materials is an important development of the seventeenth 
and the eighteenth centuries. It had been made possible 'solely 
by the existence of books and their relative cheapness' (Kelly 1969: 
257). Purthermore it affected the layout of books in such a way 
that they could be used for self-instruction. This is particularly 
the case with modern language coursebooks, as modern languages were 
not yet a regular part of the school curriculum (cf Kelly 1969:259). 
Although coursebooks were available to the learner during 
this period, it is not before the beginning of the nineteenth century 
that a class or individual pupils in a class could have the same 
book. Before then, a teacher would 'face a class in which every 
pupil had a different textbook' (Kelly 1969:260). 
1.1. 3 The Nineteenth Century 
The beginning of the nineteenth century was marked by a 
return to Comenius's ideas, especially, the induction of grammar 
rules through the study of texts in the other language. The end 
of the century was subsequently marked by reactions to the resulting 
method, now referred to as 'Grammar-translation'. The method was 
consolidated by Plotz during the second half of the century. 
The reactions, at first individual, developed into what 
may be called 'Natural-Direct-Methodist Movement' referred to as 
the 'Reform Movement' (cf Stern 1983:98; Howatt 1984:169-91/Ch 13). 
.,' .... ;.. 
56 
57 
The movement is, thus, the culmination of long-standing criticisms, 
discussions, and individual attempts at reform from the middle of 
the century and earlier. It involved academic scholars such as Sweet, 
Vl~tor, Passy and others, language teachers in secondary schools, 
and promoters of language teaching as a commercial venture such as 
Berlitz. 
The basic principles of the Reform Movement are (cf Howatt 
1984:171): 
(a) the primacy of speech 
(b) the centrality of the connected text as the kernel 
of the teaching-learning process , and 
(c) the absolute priority of an oral methodology in the 
classroom. 
As such, the Reform Movement 
affected school systems, led to administrative 
action on the part of ministries of education, 
brought about the creation of new organisations, 
such as the International Phonetic Association 
and associations of la~e teachers, and led to 
an intensive debate on language teaching which 
has gone on ever since. 
Stern (1983:98) 
, 
The 1898 international Congress of Modern Language teachers 
in Vienna and the Leipzig Congress in 1900 strengthened the movement 
which developed quite happily into Audio-lingual and Audio-visual 
Methods until its psychological and linguistic bases (behaviourism 
and structuralism respectively) were challenged. 
By 1882, the year the Reform Movement actually took off 
with the publication of Vi~tor's pamphlet, Der Sprachunterricht muss 
umkehren! ein Beltrag zur Ueberburdungsfrage (Language teaching must 
start afresh: A contribution to the question of stress and overwork), 
the principles of the new Methodology referred to later, in the early 
twentieth century, as the 'Direct-Method' had entered the textbook 
with Berlitz and Sauveur (cf Howatt 1984:205-8). 
Whereas, in the case of the translation methods, the teaching 
materials rather supported the prevailing LT theory of the time, 
in the case of the Direct-Methods they were influenced by the LT 
theory of the time. Indeed the Direct-Method (or the Reform Movement) 
led to the use of technology (phonographs" tape recorders, language 
laboratories, television, etc) for teaching or learning purposes 
as well as the production of coursebooks with a set of definite patterns 
concerning the content, the methods, and the structure of the textbook. 
But it is not until "the turn of the century" that it happened (cf 
Mackey 1965:145). 
(a) The Direct Method and the content of the coursebook 
With reference to the content, the 'Direct-Method textbook' 
made no use of the learners' language; the implication being that 
it contained only the other language under study (as was the case 
with Sauveur, for instance). Texts and/or reading materials were 
written in contemporary style and often dealt with the life and culture 
of the target country. In addition, the coursebook provided inductive 
grammar, modern literary texts, and written work in the form of 
reproduction exercises (Mackey 1965:146). 
(b) The method applied in the coursebook 
The method was mainly concerned with dialogues and dramati-
sation, implying oral repetition and imitation. Assimilation of 
"-----" -
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the other-language structure was secured through inference and 
abstraction. Sentence meaning, on the other hand, was taught through 
pictures and definitions aided by the gestures and the ingenuity 
of the teacher. This is an extension of Comenius's methodology coupled 
with Gouin's 'series' technique. That is: use of the inductive methods 
of teaching grammar and Gouin's technique of linking meaning and 
activity. 
The central concept of the 'series' technique is 'that the 
structure of a language text reflected the structure of the experience 
it described' (Howatt 1984:162). Gouin, Howatt (1984:162) writes: 
.•. believed that sequentiality was the primary 
feature of experience and that all events could 
be described in terms of a 'series' of smaller 
component events, so that, for example, opening 
the door could be analysed into moving towards 
the door, turning the handle, opening it, holding 
it open, and so on. This sequential structure 
provided the framework for the associated language: 
'I am walking to the door, I am standing by the 
door, I am turning the handle, etc, and the famil-
iarity of ~enings of this kind helped the learner 
to understand the new language and remember it 
more efficiently. 
Howatt (1984:162) 
Gouin's emphaSis on experience and particularly on the link between 
meaning an~ activity stand as the main feature of the Direct-Method. 
He sees speech as one or more chains of sentences. In his view of 
the Direct Method these chains of sentences had to deal with everyday 
acts and activities based on the interests of the learners, not those 
of the teacher (cf Mackey 1965:144). Here, Gouin raised the issues 
of learners' motivation in the classroom, and of learner-centredness 
spelt out later on in the second half of the twentieth century. 
It can thus be assumed that the 'Direct Method coursebook' was 
sensitive to the learners and their motivation. 
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(c) The Direct-Method and the Structure of the Course-book 
As far as the structure of the coursebook is concerned, 
the material was roughly graded so that one class led to the next. 
The four language skills were organised in such a way that listening 
and speaking were fOllowed by reading after some time, and by writing 
later on. In a sense the Reform Movement led to the realisation 
of 'the importance of book layout as a teaching aid' (Kelly 1969: 
261-64). Gouin is one of those who emphasised this aspect of language 
textbook structure in the Nineteenth century (Kelly 1969:164). This 
is not surprising when one knows that Gouin's methodology or 'series' 
technique consisted of acting out each sentence while it was being 
uttered; which entailed precedence of hearing or listening over 
the other skills (speaking, reading and writing). 
1.1.4 The Early Twentieth Century in LT 
1.1.4.1 From Jesperson (1901/1904) to Bloomfield 
The period starting with Jesperson's How to teach a Foreign 
Language (1904, a translation of Sprogundervisning published in 1901) 
is characterised by the consolidation and expansion of the monolingual 
methodology of the Direct Method, research in the field of language 
teaching arid learning, and the development of the Applied Linguistic 
Approach inherited from Sweet and the Reform Movement. Sweet's work, 
mainly The Practical Study of Languages is associated with Jesperson's 
How to Teach a Foreign Language which tempers, so to speak, the absence 
of a human dimension in The Practical Study of Languages. 
Sweet-Jesperson ideas are echoed and expanded by Palmer 
in The Scientific Study of the Teaching of Languages (1917) and 
fOllowing works to such a~. extent that he is 'often considered as 
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the 'father of British applied linguistics' (Stern 1983:100). Like 
Sweet's Study, the central concern of Palmer's Study 'is language 
and how it should be taught and learnt' (Howatt 1984:235). Following 
the lead of Sweet and Jesperson, Palmer focusses on a general method-
ologyof language study that he wants to be placed on a scientific 
foundation. To that end he suggests the institution of a general 
inquiry into the whole question of language study (cf Ke11y 1969: 
407, and Howatt 1984:235), thus stimulating research in Language 
Methodology. He, himself worked toward 'the realisation of the 
principles of the Oral Method in a concrete form (Howatt 1984:214) 
and did vocabulary research. This research relates Pa1mer to Michae1West 
who in 1926 published Bilingualism, with special reference to Bengal 
as a result of 'the most extensive study of English langauge needs 
yet undertaken' (Howatt 1984:215). The conclusion of the study turns 
out to be that 
••• the most pressing need was for simple reading 
materials written within a controlled vocabulary 
•.. (Loc cit) 
The same year, West published: Learning to Read a Foreign Language. 
He advocated a reading approach to other-language teaching, as a 
result of his experience as a school vice-principal, principal and 
later a school inspector in India (cf Stern 1983:101, Howatt 1984: 
215, 335) 
Another study done in America consolidated West's conclusions 
and resulted in the spreading of 'the Reading Method, with texts 
based on a controlled and limited vocabulary' (Mackey 1965:149). 
The findings of the study are interpreted by Coleman (1929) in what 
Is referred to as the Co1eman Report. According to Co1eman the 
Conclusions were: 
... Since most pupils waste their time in trying 
to achieve the impos~ible, especially in two-year 
courses, it is better to try for something 
attainable, a limited reading knowledge of the 
second language. 
Mackey (1965:149) 
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This is strikingly similar to what is heard and discussed in Zairean 
academic circles, and justifies this survey in that controversy repeats 
itself and travels long distances world-wide. The point is evidence 
that the specific case of Zaire is not isolated from the international 
setting but rather is related to developments and events that happened 
and still happen elsewhere in the world (namely Europe and America 
in this particular instance) and that what happens elsewhere has 
some relevance or implications for Zaire. 
The conclusions, however, were not endorsed by all the members 
of the Committee which launched the study, and the Report has been 
held responsible for the decline of language learning between the 
two wars in the United States (cf Stern 1983:101). This is an indication 
that the Reading Method failed to secure any positive result or, 
as Mackey (1965:149) suggests, teachers failed to cope with the method. 
I~ 1933, B1oomfie1d published Language, a classic in linguistics 
which 'made its impact on language teaching at the next stage of 
development (Stern 1983:101). 
1.1.4.2 Expansion of the 'Direct-Method' Principles 
The term 'Direct Method' was actually established or seems 
to have been established in 1901 in France ('when it was described 
in a circular of the French Ministry of Public Instruction' (Mackey 
196 5:146» and spread from there throughout the world to be adapted 
or adopted according to the needs of, or the objectives set by the 
country in which it landed. In this Connection Mackey (Loc cit) 
says: 
As the principles of the Direct Method spread there 
was more and more compromise with them in order 
to meet the growing demands for measurable standards 
of accuracy. Vocabulary exercises and systematic 
grammar drills were added, at a more advanced level, 
translation was included, and at all levels certain 
standards of correctness were required. 
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The principles were adopted (as can be noticed from Van Roey 1961:7-
9, 11-24) in Zaire as soon as the teaching of English began around 
the end of the colonial period (1958-60), and very little has been 
done to move away from the Direct and Audio-lingual/visual Methods 
except for an eclectic approach to LT or the 'Active Method', the 
French compromise version of the Direct Method. This seems an appro-
priate place to turn to the specific LT history of Zaire and remind 
ourselves that most points discussed elsewhere (now and in the past) 
in relation to teaching and learning other peoples' languages repeat 
themselves, and that the views discussed in this chapter are parti-
cularly relevant to modern Zaire. 
1.1.4.3 LT in Zairean Schools 
.:. It must be borne in mind that the history of 
English and .French as second languages in Africa 
and ASia has again unique characterstics which 
make it different from the history of foreign 
language teaching in European and North American 
school systems. 
Stern (1983:97) 
(i) Introduction and general 
The history of LT in Zaire can be traced back to the end 
of the fifteenth century as far as foreign languages are concerned; 
but for the purpose of this thesis it is more useful to look at its 
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history from 1884 when the current boundaries of the country were 
set at the Berlin Conference, and the country was made the personal 
property of King Leopold 11 of Belgium as the Free State of the Congo. 
The period stretching from 1884 to the present time can 
be broadly divided into three periods: (a) from 1884 to the end of 
the Second World War, (b) the Post-war period to the independence 
Education Reforms (1961), and (c) from the Reforms onwards (1984/5). 
The first period is characterised by a slow sporadic establish-
ment of SChools (the main instrument of foreign language instruction) 
and the orgnaisation of a school system to cover the country as a 
whole. What Van Hove (1951:4), a counsellor to the 'Ministry of 
COlonial Affairs' (Ministere des Colonies), writes about the establish-
ment of what he calls an 'embryo' of a school system is revealing 
for LT. According to him, the motive which forced the government 
of the Free State of the Congo to start some sort of schooling was 
its intention to settle the country and exploit its agricultural 
and natural wealth. But some difficulties such as lack of knowledge 
of local languages and ways of life, and the problem of recruiting 
European qualified staff willing to work in unfavourable conditions, 
by European standards, and the necessity of providing the schools 
with the required equipment delayed the organisation of a viable 
school system until 1906. The objective of the schools was to train 
'd'auxiliaires de l'Administration et des entreprises privees' 
(Van Hove 1951:4). Apparently language training in the first stages 
of the education system was largely work or job-oriented and thus 
Specific. 
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It is perhaps worth indicating that, from the start, the 
school system of Zaire had two orientations reflected in language 
instruction and LT developments. They are: schooling (a) for training 
'auxiliaires d'Administration et de secteurs priv~s', and (b) for 
the mass of the population. Obviously the mass of the population 
will be taught very little foreign languages, if anything, while 
the other group will learn the necessary operational foreign languages, 
namely: French for the first period concerned with here (cf Van Hove 
1951:5-8 or the official programme, Congo BeIge 1929:11-42); French, 
Dutch, and English for the second period (cf Van Hove 1951:20-21, 
and/or the 1948-official programme, Service de l'enseignement, Congo 
BeIge 1948:22, or Lubasa 1982:28); and French and English for the 
last period (see Lubasa 1982:28). 
(ii) From 1884 to the end of World War 11 (1945) 
Administratively this period consists of three subdivisions: 
1884-1906 when education was the business of missionaries only; 1906-
1926 marked by the first attempt by the government to set up a teaching 
system for local people; and 1926-1945 marked by the involvement 
of the government in the educational business. In the first of these 
three sub-divisions language learning/teaching was mainly concerned 
with reading and writing the local language (the mother tongue). 
Some elementary French was taught for elementary communication for 
specific purposes. This is in fact equally true of the other two 
subdivisions of the period. It is very much the case that the Belgian 
system of education for their colony attracted a lot of criticism 
(cf George, 1966; Sloan, 1962:191-206). 
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1. The Mother Tongue or Local Language Teaching/l.earning 
The syllabus for mother tongue study at primary school 
consisted of a study of grammatical notions and verb conjugations, 
reading and spelling, and eventually writing of short descriptions, 
stories and letters. 
At earlier stages of primary education the method for reading 
is described in the official syllabus as follows; 
La lecture, l'~criture et l'orthographe doivent 
s'enseigner en mSme temps. L'etude d'une lettre 
comprendra donc: la recherche et l'~tude du son, 
sa representation, l'ecriture de la lettre par 
les ~l~ves, la combinaison de la lettre avec 
d'autres lettres ~tudiees pr~cedemment, des exercices 
de lecture, d'~criture et des dict~es; comme il 
faut empecher que les ~leves ne prennent l'habitude 
de lire sans se rendre compte de ce qu'ils lisent, 
tous les mots nouveaux seront soigneusement expliques 
et le ma1tre v~rifiera frequemment si les eleves 
comprennent bien le texte lu. 
Congo BeIge (1929:11) 
Translation: .•• Reading, writing and spelling 
have to be taught simultaneously. The study of 
a letter will therefore consist of discovery and 
study of its sound, its shape, the pupils' writing 
of the letter, the combination of the letter with 
other letters previously studied, reading, writing 
and dictation exercises; since the pupils must 
be stopped from acquiring the habit of reading 
without realising what they are reading, every 
new word will carefully be explained and the teacher 
will frequently check the pupils' comprehension 
of the text they have read. 
Two important points stand out in this text: (a) the concept of reading 
(lecture), and (b) the way reading is to be done. 
(a) The concept of reading 
The concept of reading in the mother tongue or local language 
reflected in this passage is (a) recognition of letters and their 
respective sounds, (b) production of the sounds in question in ~solation 
and in combination. This is done through 'reading' (in the sense 
above) and spelling or writing exercises and dictations. 
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(b) The way reading is to be done 
Reading isexpected to be accurate, in the sense that a reading 
passage should be understood the way it is intended to be understood, 
thus implying that texts have only one interpretation. This attitude 
is reflected in the teaching and learning of French and later in 
that of English. 
At a later stage, toward the end of primary education, reading 
was mainly aloud (lecture courante, lecture expressive) and was 
preceded by a short talk about the topic or by a brief analysis of 
the text (depending upon the level of the class) before the 'actual 
reading'. This is consistent with the above concept of reading and 
the way reading is expected to be done, and is reflected in (or perhaps, 
is a reflection of) the teaching of French and Latin in Zaire even 
now (cf classroom observation in Chapter Three). 
The structure of the language itself or the system of the 
language was taught through an analysis of the grammatical notions 
suggested in the syllabus, and its use for schooling purposes through 
what is referred to as 'le~ons d'intuition' (Intuition lessons), 
, ' Causeries generales', and 'Hygiene'. 
The 'Intuition lessons' were mainly concerned with the 
description and study of the learners' environment starting from 
the classroom and the world at large. The suggested approach consists 
of four steps .leading to a summary and further exercises depending 
on the level of the class. The four steps are: (a) free analysis 
of an observed object, (b) guided analYSis, (c) comparison (if possible) 
with Similar objects, and (d) synthesis, culminating in a short summary. 
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In earlier stages, the summary was done by the teacher; later it 
was done by the pupils guided by the teacher's questions, simple 
at earlier stages and more complex later on. The summary was eventually 
copied down by the pupils in their notebooks and served, if required, 
as the basis for a series of exercises. 
'Causeries Generales' lessons were in effect moral talks 
by the teacher and were presumably repeated by the pupils one way 
or another. 'Hygiene', as the word suggests, concerned body and 
environment cleanliness. They were both intended to be elocution 
lessons. The methodology to be used is described in the official 
syllabus issued in 1929 as follows: 
En regIe g~neral, le ma1tre commencera par un expose 
concr€tise et dramatis€ (my emphasis). 11 choisira 
l'exemple d'un enfant, qui deviendra le h€ros de 
tous ses recits et qui constatera et fera ce qu'il 
veut que les eleves constatent et fassent. Il 
multipliera les peripeties de fason A donner a 
ses recits un inter~t toujours nouveau (my emphasis). 
Apres le recit, il procedera A l'analyse et ~ la 
sYnth~se en graduant ses questions comme pour les 
le~ons d'intuition. 
Congo BeIge (1929:12) 
Translation: As a general rule, the teacher starts 
with a concrete and dramatised account. He chooses 
the case of a child, who becomes the hero of all 
his accounts, and who notices and does what he 
wants the pupils to notice and to do. He multiplies 
the vicissfrudes to allow his accounts an always-
renewed interest. 
After the account, he proceeds with the analysis 
and the synthesis, grading his questions as with 
the intuition lessons. 
Three main points stand out here: 
(1) a concern for the learner's environment and cultural background 
or the learner's knowledge and past and present experience 
(cf 'expose concretis~', concrete account) 
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(2) a concern for the learners' 'moytivation' or interest (cf 
the phrase 'expose concretise et dramatis~' and the sentence 
'I1 mu1tip1iera 1es peripeties de fa30n ~ donner ~ sea ~cits 
un inter~t toujours nouveau'). 
(3) a sense of a spiral or cyclical syllabus reflected in the 
methodology (cf last paragraph of the quotation). Whether 
the three points were actually exploited in the classroom 
is another story. 
The sense of spirality noted above is remarkable in the 
official syllabus from which the passage is extracted, and can be 
related to two dimensions: latitudinal or within the same course 
or level (i.e. within the first or the second, etc year of study), 
and longitudinal, that is throughout the cycle (e.g. from the first 
year till the last year of primary education). And this is really 
a gOOd or even perfect thing to do. But the main criticism attracted 
by the system is related to content; not only the content of the 
mother tongue or local language study, but also the content of the 
whole of the instruction including the teaching of French (cf George 
1966). 
2. French 
The syllabus for the teaching of French was very similar 
to the one for the mother tongue in that it was mainly concerned 
with the study of grammatical forms and verb conjugations followed 
by writing at secondary school. And the method too was similar to 
the one used for the mother tongue or the local language. The only 
idfference was the language, and any difference in the method itself 
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was likely to be a result of the use of the language in the teaching 
process, as French was expected to be taught through 
Le~ons d'intuition et causeries d'apr~s tableaux, 
suivies de petites r~dactions pr~par~es au moyen 
d'une s~rie de questions auquelles les ~leves doivent 
repondre oralement d'abord, par ~crit ensuite. 
Congo BeIge (1929:23) 
and also through grammar exercises and dictation (loc cit) quite 
like the methodology for the teaching of the local language described 
above. 
What is interesting about this approach to teaching French 
in Zaire is the close relationship between the mother tongue and 
the foreign language not only in terms of the method but also and 
mainly in terms of the topics dealt with and the way of dealing 
i .... ~~ t~~o'" ~~ ~\I1"'Ii\o. .. O~ ~ So..ml ~ ~\ Jt.A.~ bJ\."1t. 
with them. The topics dealt withkin the intuition lessons and , 
'causeries generales' in the mother tongue or local language. In 
dealing with them the learners' mother tongue or local language 
was discouraged and the teacher was encouraged to: 
show, act, and speak, and to make the pupils show, 
act, and speak (montrer, agir et parler, faire 
montrer, fa ire agir et faire parler). 
Congo BeIge 1929:12 
So translation was avoided during French classes, thus putting into 
practice the Direct-Method principles. This is not surprising when 
one knows that the method had been supported and eventually adopted 
(though indirectly) by the government in Belgium in 1895 (cf Mackey 
1965:145). However, it should be said that despite the official 
Position about the matter, most LT was done through the grammar-
translation method. In this respect Van Roey (1961) writes: 
La methode quasi exclusivement appliquee pour 
l'enseignement des langues vivantes jusqu'il y 
a quelque dizaines d'annees - et encore trop en 
vogue de nos jours - est la m~thode que les anglais 
appellent 'classical method' ou 'grammar-translation 
method' • 
Van Roey (1961:11) 
Translation: The method almost exclusively used 
to teach modern languages until the last ten years 
or so - and still widely used nowadays - is the 
one referred to in English as 'classical' or 
'grammar-translation' method. 
Obviously in 1961 (the Reform time and the beginning of 
the present period of LT development in Zaire) grammar-translation 
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was commonplace in schools. As a consequence, local-language as 
well as French textbooks (mainly teaching the grammar) looked rather 
like Latin textbooks; or perhaps because the textbooks looked like 
Latin textbooks, LT was done through the grammar-translation method. 
It is worth noting that even the teaching of local languages as foreign 
languages (for instance to missionaries and other Europeans) followed 
French-Latin patterns, as the textbooks reveal. The extract below, 
from the first part of Tavares' (1915) Kikongo grammar book, illustrates 
the point. 
Primeira Parte. Morfologia 
Dlferentes esp~cies de palavras 
Em Kikongo,' ha onze especies de palavras: artigo, 
substantivo, particula concordante, pronome, 
adjectivo, name numeral, verbo, adverbio, preposi~ao, 
conjun~~o e intergei~~o. 
Tavares (1915:7) 
Translation: 
First Part. Morphology 
The Different Parts of Speech 
Kikongo has got eleven parts of speech: the article, 
the substantive, the concord particle, the pronoun, 
the adjective, the numeral noun, the verb, the 
adverb, the preposition, the conjunction, and the 
interjection. 
This is a perfect image of Latin (French or Portuguese) parts of 
speech and grammar. For one thing, Kikongo does not have things 
like articles, pronouns, or prepositions. These are expressed hy 
means of affixes. Tavares' book is structured in such a way that 
the rules of grammar (or in this particular instance, description 
of the parts of speech) are illustrated and immediately practised. 
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A perfect reflection of foreign-language or European-languages grammar-
books of the time. 
Another possible reason for the grammar-translation method 
is that French was optional in most cases, so that there was no real 
need for no translation during the French classes. This opinion 
is supported by the fact that what was prescribed in the official 
syllabus became somehow effective only later on, after the Second 
World War, when the teaching of French became a commonplace in urban 
primary schools and in secondary education as a result of what Kita 
(1892:18) refers to as the "dialectics of fear and necessity". That 
is the fear of providing education dictated by political reasons 
and the need for perpetual power; and the necessity of providing 
education dictated by administrative and economic imperatives (cf 
0.1.2.3). 
1.2 LT during and after the Second World War 
1.2.0 Introduction 
Like the rest of the world, Zaire benefitted from the conflicts 
of the war in that the war awakened the Zaireans' national and social 
awareness. The accession of the liberal-Socialist coalition government 
in Belgium added to the Zaireans' awareness and compelled, in 1948, 
the formulation of a new educational policy in which knowledge of 
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French was essential since it became the medium of instruction in 
secondary schools. This fact alone changed the whole business of 
teaching French and the attitudes towards it. 
At about the same time 'many countries in the world awakened 
to language learning problems in a way that could hardly have been 
predicted in the previous period' (Stern 1983:102-3). The reason 
is that more people now needed to learn other languages to communicate 
at the national and/or the international levels, as a result of the 
war and what might be regarded as its negative result or consequence: 
immigration. The awareness of other-language learning problems and 
the "increasing intellectual awareness of, and interest in the scien-
tific study of language problems" (loc cit) contributed to the rapid 
growth of LingUistics as an indenpendent discipline, and to the study 
of languages from the point of view of several other disciplines. 
Hence the establishment of Psycholinguistics and Sociolinguistics 
as sub-disciplines. The whole change in LT developments at this 
stage of history appears to have started in the United States during 
the war. 
, 
1.2.1 The War and the Post-war Period to 1970 
During the Second World War, a 'result-oriented approach' 
to LT started in the US army under the programme known as the 'Army 
Specialized Training Program' (ASTP). It aimed to help the army 
cope with its language, needs 'where its soldiers were based. It 
is important to notice that before the ASTP, change in teaching 
methods or approaches followed change in thinking. With it, change 
fOllows the aim as it is reflected or dictated by the expected result. 
In other words, before the ASTP, change in methods followed change 
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in aims via the thinking of scholars, etcj with it, change followed 
the aim through the aim itself, thus paving the way for 'needs analysis'. 
This move, in 1943, is thus the first step towards the present state 
of LT and the communicative approaches. 
Among the people who helped the army to achieve its aims 
and objectives were linguists and anthropologists, particularly those 
who had learned some of the more exotic languages in their field 
work. Among these were Franz Boas, Sapir, his disciple, and Bloomfield 
(cf Mackey 1965:149). Boas in particular suggested that: 
'" the bulk of the time be spent on accurate 
imitation of the natural conversation of native 
speakers of the language. He was supported by 
Sapir and also by Bloomfield, who had already pointed 
out that pseudo-grammatical doctrine and puzzle-
solving translation had been largely responsible 
for the failure of the schools to give even a small 
percentage of the population a working knowledge 
of a second language. 
Mackey (1965:149-50) 
This suggestion entailed a reduction of grammar to the essential, 
and of reading and writing to the minimum. The reverse of the 
situation in which the war found the teaching of other languages 
in the United States. 
After the war, schools and colleges attempted to duplicate 
war-time centres and their 'method' which actually consisted of anything 
capable of producing the expected result following the principles 
established by language specialists. But the attempt failed for 
a number of reasons, the most important being the time devoted to 
language learning programmes in schools, and the necessity of 'highly 
competent language-teaching specialists' (Mackey 1965:151). As a 
consequence, 
.•. language teachers reverted to the use of grammar 
and translation, to the Reading Method, and to 
other methods which had been developed in the past. 
Mackey (1965:151) 
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However this new return to 'old patterns' of language teaching proved 
more constructive than any preceding return in that "the battles 
over 'grammar' and 'translation' were over" (Howatt 1984:260),thus 
allowing the development of what has been described as "a modified 
'direct method' approach which teachers could handle with confidence 
and learners could assimilate with ease" (Howatt 1984:151): the audio-
lingual method derived from the structural approach developed by 
Fries at Michigan in the United States, and the audiovisual method 
or the situational language teaching approach in France and Britain 
(cf Stern 1983:113; Howatt 1984:225). These methods entailed the 
use of new technology: the tape recorder, language laboratories, 
the radio (especially With the audiolingual method), the television, 
film strip projector and, more recently, computer-assisted instruction 
(mainly with the audiovisual method). 
The new return to 'old patterns' of language teaching, the 
world-wide awakening of countries to language-learning problems, 
and the "increasing intellectual awareness of", and the "interest 
in the scientific study of language problems" (Stern 1983:103) 
encouraged "renewed and resolute attempts •.• in the fifties and 
sixties to tackle once more the inveterate problems of improving 
second language learning" (loc cit). Beside the methodological 
innovati~ns and the use of technology referred to above, the attempts 
included: 
(a) new organisational patterns, such as languages in primary 
or adult education, intensive and 'immersion' courses, etc. 
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(b) the development of ambitious language materials and 1 anguage 
teaching programmes; 
(c) teacher education schemes, and 
(d) a new research emphaSis which was applied to some of these 
innovations. 
The attmepts did not achieve the expected results. On the contrary, 
they paved the ground for further "controversy and renewed search 
for a more adequate basis for language teaching in the next period" 
(Stern 1983:104). 
In Zaire the new attitude towards French led to the exploit-
ation and indeed the application of the principles of the new or 
idealised version of the Direct Method. But the Belgian 'dialectics 
of fear and necesSity', once again, operated and prevented the teaching 
of French and other languages taking full advantage of the new Western 
return to 'old patterns', and the other attempts listed above. The 
teaching of French and Dutch, for instance, was basically through 
the principles suggested in the period just before with an important 
dose of pronunciation practice, as the following paragraph from the 
official syllabus for the 'Ecole Moyenne' (Middle School) suggests: 
I~ the study of the European Language great attention 
should be given to the course of 'correct pronun-
ciation"; pronunciation and elocution exercises 
are not enough; pupils should also be told about 
the position of the organs of speech to secure 
language accuracy. 
Translated from: Congo BeIge (1948:17-8) 
The original text of the paragraph is: 
Dans l'etude de la langue europeenne, on accordera 
une grande attention au cours d'orthophonie; il 
ne suffira pas de proceder a des exercises de 
pronunciation et d'~locution; on montrera aussi 
aux eleves la position que doivent occuper les 
organes de la voix pour assurer la correction du 
langage. 
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The tendency expressed in this recommendation was as clearly reflected 
in the teachUgmaterials as it reflects aspects of the principles 
of the Reform Movement and the Direct Method which dominated the 
LT literature of the previous period with no apparent effect. As 
far as French was concerned, teaching involved analyses of literary 
texts similar to the analyses in Latin, another aspect reflected 
in the teaching materials of the time and those of the next period 
of LT developments, imported from Belgium. 
!.2.1.1 From the 1961-Educational Reforms onwards, or the Illusion 
of a Deadlock 
This period is characterised by a feeling of impasse which 
generalised a series of educational reforms in different parts of 
the field. As far as language teaching is concerned, some change 
in methods or LT approaches is reflected in the teaching materials 
involved. The list below contains those coursebooks which had a 
wide use in the teahcing of English during this period of LT developments 
in Zaire, except for the last one which is only a pilot book: 
1. Britain (series) Edition Marcel Didier, Bruxelles, Gijssels H. 
and P Lievens (1961) 
2. 'Anglais' (Series) Edition Marcel Didier, Bruxelles, Delree, 
De Paepe, and Gijssels (1963) 
3. An English Course for French-Speakers (Series) , H A Cartledge 
and T J C Baly of the British Council (1965), Longman Group 
Ltd, London 
4. English for Africa (series) Edition Bobiso, Kinshasa, Mills, 
Zodeougan and Tim Doust, Adapted by Rene Box (1977) 
5. The LTC English Course (LTC Documents/ISP-Mbanza-Ngungu) 
Lubasa, Mwaka, Kinkela and Nkwanga (1982) 
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The first three books on the list are bilingual (Prench-
English); the content about the target language as a system and the 
Subject-matter is in English, but the explanations of the language 
(grammar, etc) and the instructions for most exercises are in French. 
The last two are monolingual and are exclusively in English. Their 
analysis, however superficial, shows some aspects of LT developments 
with reference to English in particular and to french, the other 
major foreign language of the country for this period. 
1.2.1.1.1 The Britain Series 
In this series, the first book (Britain le annee) was 
very widely used. It contains (a) an introductory section on phonetic 
symbols to help the learners and the teacher, or the teacher to help 
the learners to pronounce English well, (b) forty-five lessons, all 
referring to English contexts and culture, illustrated by pictures, 
(c) a review (in French) of the grammatical structures contained 
in the book, (d) an English-French and French-English glossary supported 
by phonetic transcriptions, and (e) a few poems. 
The methodology suggested focuses on mechanical repetition 
of structu~es and on translation from English into French and vice 
versa (version and theme). The excessive use of phonetic transcription 
suggests the oral orientation of the textbook, or rather an 'oral-
orientation cover', an aspect on which French teaching had focused 
on already in the preceding period (cf 1.2.1). 
1.2.1.1.2 .The 'Anglais' series 
The second series which has had a wide use thr~lgh the country 
is the 'Anglais' series. The series uses phonetic transcription 
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too but to a lesser extent. Phonetic symbols here are used to 
illustrate and help students and teachers, or teachers to help their 
students to cope with difficult sounds. From the start, this series 
introduces weak forms of pronunciation, thus indicating the tendency 
of the book towards oral practice. 
The content of the books in the series is an adaptation 
or a 'simplification' of stories from W Irving, J Swift and 0 Wilde. 
Anglais le annee for instance consists of three such stories: 
(a) Rip Van Winkle (Chapters 1-15), (b) Gulliver's Travels (16- 19), 
and (c) the Model Millionaire (Lesson~20-22). 
The assumption in this series is that stories will catch 
the learners' interest and imagination more easily than isolated 
sentences of the type found in Britain or than translation from one 
language into the other. Grammar is limited to the description of 
the 'most usefUl' structures and notions presented under the form 
of a formula followed by an example. In this series a grammar 
description will look like this: 
Affirmative Sentence = S + V 
(with'S' standing for 'Subject' and 
'v' for 'Verb') 
followed by an illustration or example like this: 
Example: Rip 
S 
is sleeping 
V 
Thus the series is based on prose texts supported by some grammar 
eXplained with formulas in French. The method suggested is mainly 
the 'reading method' and consists mainly of reading comprehension. 
Although the series seems to have attracted learners' interest 
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it did not produce the expected effect: effective learning or knowledge 
of English for communication. There was a lot of learning going 
on in terms of knowledge about English grammar and vocabulary, but 
not much in terms of use. This is presumably the reason (or at least 
one of the reasons) for which the series was replaced by the four-
volume series written by Cartledge and Baly whose results were no 
better than the other two textbooks. 
1.2.1.1.3 The En~lish Course for French-speakers Series 
The main criticism against this book is the irrelevance 
of the cultural background for French-speaking learners of English 
(the very people for whom the book had been designed). The series 
has attracted a lot of criticism from teachers of English and ELT 
specialists, especially those who have studied in Britain. Katesi 
(1978), for example, analysing, the second book of the series points 
out that the course 
requires of the teacher much skill and imagin-
ation. The non-provision of materials for the 
development of (the) listening skill is one of 
its shortcomings. The combination of Christian 
and African names makes it irrelevant to Zaire 
Texts such as 'A Day at the Bank' which depicts 
the English banking system should be adapted to 
th,e Zairean situation in which crossed cheques 
are not in use. 
Katesi 1978:21 
He concludes his essay saying that the particular volume of the 
series he focused on 
•.. is structurally acceptable but culturally only 
moderately appropriate for use in Zaire. 
This conclusion is not surprising when one knows that the cultural 
baCkground of the content is mainly Nigerian. The background is 
thus African but not"Francophone, and certainly not Zairean. 
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Notice that what Katesi means by 'structurally' is not the 
structure of the textbook but rather the language structures or content 
contained in the textbook. With reference to the structure of the 
course as a series, the underlying principles are fair enough as 
each lesson in the series contains (a) a number of structural patterns, 
each followed by illustrative sentences, (b) a reading passage 
containing the patterns in question, followed by comprehension questions, 
(c) a conversation passage on a topic related to the reading passage, 
and (d) some exercises to practise the structural patterns and the 
vocabulary presented in the chapter. These are oral and/or written. 
The trouble however is that the reading and conversation passages 
are often too long to be dealt with in one session and to have any 
lasting effect on the learner in practice. This entails the necessity 
of able teachers,highly qualified and motivated, to spend the required 
time and energy to simplify the passages so that pupils can handle 
them with ease and enjoy them. 
After every five chapters there is a revision chapter which 
covers most points treated in the preceding chapters. The series 
also exploits anecdotes, songs, riddles and poems. However, the 
feeling about it is far from always positive (cf Lubasa 1982:126). 
1.2.1.1.4 English for Africa Series 
The last series to hav~ been introduced in the teaching 
system of Zaire is an adaptation of the book by Mills et al entitled 
English for French-speaking Africa conceived for former French colonies 
of West Africa (cr Lubasa 1982: 127). The Zairean version is entitled 
English for Africa. 
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The series is conceived in such a way that the first eleven 
chapters are taught exclusively orally as they are only in the teacher's 
guide. The learners' book starts from section or Chapter Twelve. 
The first book of the series consists of four sections only. Each 
of them is approached orally first. Reading and writing exercises 
follow in that order. Like all the others, this series is structure-
based and behaviour-oriented. Its distinctive feature is the use 
it makes of dialogues (rather than prose texts) contextualised by 
a set of pictures. In this sense the series is situational, a step 
towards semantic-based materials. 
1.2.1.1.5 The LTC English Course (Series) 
Some attempts have been made quite recently to produce 
'more appropriate' materials adapted to the learners' culture and 
background. These attempts have resulted in the production of a 
pilot textbook by the staff of the Language Teaching Centre of Mbanza-
Ngungu (LTC) at the 'institut Sup~rieur P€dagogique' of Mbanza-Ngungu, 
Bas-Zaire, influenced by the concept of a notional-functional syllabus. 
However, the most the book can claim to be is structural and situation-
based, rather than functional. Yet, it constitutes a step forward 
in Zairean~T history in that it is an alternative in aplace where 
teaching materials are scarce and where, when they are available, 
they are seen as inappropriate in one way or the other. 
The LTC English Course is intended as a series to cover 
three levels: elementary, intermediate and advanced. The elementary 
course consists of two parts of which Part One is being surveyed here. 
The whole idea of the series is summarised in the introduction when 
the authors write: 
••. In this course whal matters is the actual commun-
icative language or the manipulation of the language 
structures - but not rules or structures - needed 
to be effective at different levels. For what 
most, if not all, learners of English need is not 
to know the different rules of the language, but 
to communicate in the new language. 
Lubasa et al 1982:i 
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This passage shows that the wind of the communicative approach 
current has blown over the Zairean professional LT milieu, but that 
the profession is still rooted in the confines of linguistic structures 
and some mechanical way of looking at language teaching. This is 
partly justified by the concern for the learners' psychological and 
cultural backgrounds and learning habits. The driving idea of the 
series is to break the habit by conforming to it and then moving 
away from it without raising the suspicions of the learners. It 
is in this sense that the first fourteen lessons are purposely structure-
based and the last nine dialogue-based, and thus, are situational. 
The structures as well as the dialogues are supported by pictures 
relating to given situations. The grammar is presented in a table 
form which allows for an inductive assimilation. The tables contain 
examples which allow for deduction if required. The series thus 
caters both'for inductive and deductive-oriented learners. 
The ideas which led to the production of the LTC English 
course are directly related to the work of the council of Europe 
which, in a sense, is the culmination of the post world war western 
developments to Which we return now. 
1.2.1.2 Applied Linguistics and the Communicative Approaclles to LT 
... if there is one single source which has been 
responsible for stimulating innovation and activity, 
it is (in one or another of its verious guises) 
applied linguistics. It has not performed miracles, 
but has a focus of enquiry, critical se1f-examinalion, 
. and new ideas, it has enriched the profession 
at least as much as it has irritated it. 
Howatt 1984:226 
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Howatt (1984:182, 189, 265) suggests that the term 'Applied 
Linguistics' was first used in the United States by Fries in 1948, 
but the applied linguistic tradition in language teaching started 
with Sweet as his work, particularly his paper, 'On the Practical 
Study of Language' (1884), later published as a book under the title 
The Practical Study of Languages (1899), articulated "for the first 
time the partnerships between the science of language and the science 
of learning" (Howatt 1984:182). 
However, with reference to the present development of Applied 
Linguistics, Bloomfield can rightly be considered as the forerunner. 
Not only because of his interest in education (cf Bloomfield 1933: 
Ch 28), bu~ also because the early version of Language (1933), had 
influenced Palmer (1917), often referred to as the father of British 
applied Linguistics'(cf Stern 1983:100). On top of that, Bloomfield 
'was interested in the development of a more efficient approach to 
the teaching of reading to young children' (Howatt 1984:265). 
Another detail worth considering in this respect is the close 
similarity of the title of his 1942 publication (An Outline Guide 
for Practical Study of Foreign Languages) to the title of Sweet's 
bOok in 1899 (The Practical Study of Languages), the very document 
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which "articulated for the first time the partnership between the 
science of language and the science of learning" (cf Supra). Though 
initially intended as a practical fieldwork guide for a linguistic 
study of previously unwritten languages, the Guide found its way 
into the teaching of foreign languages, to the extent that it served 
as the model for the ASTP. In this sense it is a contribution to 
Applied Linguistics. The Guide has served ever since as a framework 
for structure-based syllabuses, as discussion about syllabus design 
(either structural or otherwise) was virtually non-existant. 
The meaning of the concept 'Applied Linguistics' when the 
word or phrase was launched and even later in early 1970 (cf Carder 
1973) was quite different from what is understood nowadays. Fries's 
Applied Linguistics, for instance, is rather 'Linguistics Applied', 
i.e. the application of linguistics to teaching languages. In Corder's 
view, Applied Linguistics is "collaboration between a linguist and 
••• a language teacher" (Corder 1973:282); that is, what a language 
teacher and a linguist or a language teacher who is a linguist (or 
vice versa) do. These views of Applied Linguistics are essentially 
LT related. 
The current concept is seen as "the interaction of aspects 
of those fields of study which contribute to the theory and practice 
of (language) teaching" (Broughton et al 1978:37). In this view, 
Applied Linguistics is the interaction of aspects of sociolinguistics, 
linguistics and psycholinguistics. They are seen as the central 
contributory fields of study (cf Broughton et a1 1978:37-8). Its 
fUnction is to supply a theory of language from which language teaching 
practice could be derived, or which justifies LT classroom principles 
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and practice in conjunction with sociology, psychology and pedagogy. 
The latter is mainly concerned with the operative aspect of the theory 
and practice in question: 
The often forgotten field of pedagogy is concerned 
with class management, questiondng techniques, 
lesson planing and teaching strategies and the 
numerous daily tricks of the trade that separate 
the professional teacher from the amateur. 
Broughton et a1 1978:38 
It follows that Applied Linguistics is not essentially LT related, 
though used for LT purposes. With reference to language textbooks, 
Applied Linguistics during the period under consideration based the 
grading of the material on contrastive analysis rather than on intuitive. 
The syllabus was thus structural, since it was based on structural 
descriptions. 
The arrival of transformational Generative Grammar initiated 
new ways of thinking in the field of LT which syllabuses, texts, 
and language exercises exploited; but its impact on LT theory and 
practice proper and especially on the preparation of teaching (learning) 
materials and LT pedagogy was slight until Hymes, drawing on Chomsky's 
approach to the study of language (specifically his competence-
performance distinction in Aspects (1965»produced a communicative 
competence framework for the description of language use (cf Howatt, 
1984:271). The framework stressed the cruciality of language use 
as Opposed to grammar rules or usage. In focussing on use rather 
than usage, Hymes put American Applied Linguistics in line with British 
Applied Linguistics which he influenced, and pointed towards the 
current communicative approach (cf Roberts 1982:100; Howatt 1984:271-2). 
Current British Applied Linguistics goes back to Palmer's 
work (Pa1mer 1917, 1921 and 1922) or rather the Sweet/Jespersen-
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Palm er traditions (cf Kelly, 1969:406-7; Howatt 1984:237, 264) but is 
strongly influenced by Firth's notion of 'context of situation' (cf 
Roberts 1982:100; Howatt 1984:272). This notion stressed the unity 
of language and social activity, and paved the way for the development 
of ESP (English for Specific Purposes) as an aspect of the communi-
cative approach •. 
1.2.1.3 ESP/LSP as a Communicative Approach 
We should like to start this discussion with 
Professor Widdowson's observation that: 
..• in spite of the implied claim, an ESP course 
is in one sense really no more specific in its 
purposes than is one designed for general purpose 
English teaching (GPE for short) ••• What disting-
uishes them is the way in which purpose is defined, 
and the manner of its implementation. 
Widdowson 1983:5 
This is absolutely right except, perhaps, the point that "the way 
in which purpose is defined" should be one of the two things which 
distinguish ESP from EGP, as this can be flexible, not as rigid as 
Munby (1978) suggests. This is particularly the case if ESP courses 
are defined as 
•.• those where the syllabus and materials are 
determined in all essentials by prior analysis 
of the communication needs of the learner, rather 
than by nonlearner-centred criteria such as the 
teacher's or institution's predetermined preference 
for General English or for treating English as 
part of a general Education. 
Munby 1978:2 
For one thing GPE courses can well have a syllabus and materials 
"determined in all essentials by prior analysis of the communication 
needs of the learner" in similar ways to ESP courses, if these are 
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"viewed in terms of education rather than training" (Waters and 
Hutchinson 1983:12). Secondly ESP courses as 'stereotypes' or some 
types of 'training' can well be 'nonlearner-centred' in the sense 
that teachers and institutions know well in advance what people want 
their courses for from previous needs analyses. Finally. if we take 
the view that "there is no such thing as 'general'. as opposed to 
'specific', English" (Waters and Hutchinson, loc cit) and that ESP 
courses can be to some extent educational or "part of a general Education" 
as Widdowson strives to show and as is the case of English in commercial 
and administrative studies in Zaire, then the difference between 
ESP and GPE is reduced to the "manner of implementation". It is 
in this respect that ESP is thought of as an approach. More about 
this in Chapter Two (cf 2.3.3.2). 
ESP as a concept was or is based on needs and register analysis, 
and extended to the specificity and specification of learning activ-
ities and processes, and learning purposes. To quote Robinson (1980:1) 
"many exciting new developments have occurred under the aegis of 
ESP" but, in fact, they represent "simultaneous but separate develop-
ments" from ESP which stimulated it but were not necessarily contained 
by it. Among these developments are the concepts of communicative 
competence, communicative language teaching, syllabus design and 
Discourse Analysis. They are at least partly results or consequences 
of a sense of dissatisfaction or disappointment with teaching methods 
and/or their results. 'Partly', because events are not always relatable 
to one cause. It so happened that dissatisfaction or disappointment 
is not the only reason for the development of ESP as is clear in 
the passage below; or perhaps other reasons like the ones related 
in the passage caused dissatisfaction and disappointment. The passage 
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suggests that changes in th~ educational aims and in the socioeconomic 
situation in Britain and overseas account for the origin of ESP: 
The appearance of large numbers of overseas 
students fuelled an expansion of language teaching 
institutions in Britain itself, as well as hastening 
the development of English-teaching operations 
in the students' countries of origin. Furthermore, 
the generally weak pound of 1974-77 attracted 
customers into British EFL classrooms and tempted 
publishers into expansionist investment policies. 
While the optimistic project-funding of the earlier 
period tended to favour home-based language teaching 
initiatives .•• , the later swing in world economics 
brought greater benefits to EFL, particularly in 
the rather expensive market for tailor-made specific-
purpose courses. 
Howatt 1984:274 
This passage is indicative of the mood and the educational and economic 
situation which prevailed in Britain at the moment the notion of 
communicative competence and communicative teaching crystallised, 
and the motivation of materials publishers in joining in the current 
tendencies. In this respect Widdowson (1983:16) is right in relating 
'the assumption' that ESP has a 'separate and special status' to 
a change of attitude. The reasons for this, he suggests, "have 
something to do with the changing pattern of requirements for English 
in the emerging Third World" (Widdowson loc cit). He then explains 
that at the time ESP emerged , 
and that: 
There was ••• a coincidence of two different kinds 
of movement. One created socio-economic changes 
which needed to be serviced by English language 
resources. The other seemed to provide a mode 
of linguistic description which rendered the language 
particularly serviceable. ESP was generally seen 
as the natural pedagogic issue of this circumstantial 
coupling. 
it is important ... to distinguish ESP as a socio-
economic phenomenon with its attendant administrative 
consequences from the notion of linguistic and 
pedagogic specificity. Failure to make this 
distinction has caused a good deal of confusion 
Widdowson 1983:16 
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Confusion was reflected in related materials. 
The current communicative approach is a genuine and important 
development in the history of LT, but the materials which go along 
with it are not always genuinely camrunicative. Teaching materials 
at the beginning of this stage of history were still based, to a 
large extent, on intuition and on structural description. In practice, 
the first real shift from exclusively structurally organised syllabuses 
in LT, with reference to English, in Britain was made between 1966 
and 1972, with the publication of Scope 11. Scope had the merit 
of bringing together EFL and the British 
... primary school tradition of activity methods 
which required the children to use the new language 
co-operatively to make puppets, charts, models 
of various kinds, and so on. 
Howatt 1984:275 
In this, Scope stands as the practical basis for the present communi-
cative approach, in its essence, and the forerunner of group work 
in teaching languages for speakers of other languages. 
To consolidate the work of Scope, a sound theoretical basis 
was needed .. , This was to be initiated among others by Halliday (1973, 
1975, and 1978) with Explorations in the Functions of Language (1973) 
••• a collection of papers which explore the wider 
implications of Halliday's functional theory of 
language, with reference to sociology, education 
and literary criticism. 
AlIen & Widdowson, in AlIen & Corder (eds) 1975: 95 
and particularly with Learning how to mean: explorations in the develop-
ment of language (1975), and Language as Social Semiotic: the Social 
interpretation of language and meaning (1978). This work, along 
With other people's like that of Austin (1962) and Searle (1969), 
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is seen as the major contribution to the 'theoretical underpinnings' 
of the communicative approach, crystallised by Hymes (1970/1) and 
the work of ethnomethodologists (ef Roberts, 1982:100). Halliday'a 
work is related to Hymes and ·Labov in the USA in that they are all 
concerned with relating rules of grammar to rules of use, a concern 
which led the way to the concept of Discourse Analysis with Sinclair 
and colleagues (1972, 1975) and Candlin et al{1974, 1976), to syllabus 
design study with Wilkins (1976) and Munby (1978) and to what is 
named P communicative teaching (a branch or aspect of communicative 
teaching) with Savignon (1972), the other branch being the L commun-
icative teaching represented by Widdowson in Britain (cf Roberts, 
1982:99-104). 'P' stands for psychological and pedagogic and 'L' 
for linguistic, analytical and 'formal'. 
The 'L' communicative teaching branch' owes its development 
to Firth and the work of Austin (1962), Searle (1969) and Halliday 
(1973, 1975 and 1978) (cf Stern 1981:135; Roberts 1982:100; Howatt 
1984:273) and the work of ethnomethodologists like Goffman (1967) 
(Hill, personal communication). It is regarded as "the logical contin-
uation of the efforts made by structural linguists to bear on prevailing 
views of language pedagogy" (Stern 1981:134). Its main focus is 
"the language 'syllabhs'" (Stern ibid:135) whereas the 'p communicative 
teaching branch' focusses on communication as part of language ins truc-
tion or pedagogy, that is: 
••• as an authentic direct experience which is 
deliberately and systematically built into the 
curriculum at a very early stage of langua~e learning 
and not delayed to a 'never-never' stage of advanced 
proficiency. 
Stern 1981:138 
The latter was 
... advocated by Jakobovits (1972) in the preface 
to a seminal experimental study by Sandra Savignon 
(1972) which pioneered a communicative approach 
as a technique of language teaching. 
Stern Loc cit 
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thus establishing Savignon (1972) as the stimulator of the P approach 
to LT. For her 
'" the crux of the matter was that students them-
selves should be allowed freedom (my emphasis) 
to learn to say what they wanted, and not what 
the teacher wanted. 
Roberts 1982:102 
As Fig 1.3 suggests, freedom is indeed important in language learning 
as it implies some direct involvement of the learner's motivation 
and perseverance in the process of learning. Indeed people learn 
or do not want to learn because they are free to do so in the first 
place (cf 1.3). 
While the P approach is based on psychological and pedagogic 
considerations, and has led to experiments with deschooled language 
learning, real-life simulation and human relations approaches in 
language classes etc, the L approach is rather based on (a) socio-
linguistic and semantic research, (b) speech act and discourse analysis, 
and (c) inventories of notions and functions that have led (a) to 
language needs analysis, and (b) to Languages for Specific Purposes 
(LSP) and to notional-functional and other communicative syllabuses 
(cf Stern 1981:141), . one of the main themes of the present study 
(the other being motivation and perseverance) to which we turn now. 
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1.2.2 Communicative Aproaches and Syllabus-materials Desgin: 
an Aspect of LT in 1970 and onwards 
By the end of the 1960's, dissatisfaction with the situational 
approach and/or disappointment with the inconclusive outcomes of 
large-scale research projects led to the decline in interest in method-
ology research in favour of studies on the design of syllabuses and 
the production of classroom materials. The factor which prompted 
conSideration of communicative syllabus design and subsequent materials 
production is the revival of the semantic dimension of language and 
language teaching, related to Jespersen's notion of 'notions' in 
The Philosophy of Grammar (1924) (cf Howatt 1984:280-1). The reconsid-
eration of the notion of 'notions' stimulated the 'Threshold Level 
Project' initiated by the Council of Europe. The project in effect 
started in September 1971 when a group of experts was set up to consider 
the steps to be taken to follow up the recommendations of the Rlischlikon 
symposium. Three of the experts (Richterich, Wilkins, and Van Ek) 
were to prepare preliminary papers "on theoretical and methodological 
aspects of certain basic problems" to serve as the "basis for the 
preparation of an operational specification of learning objectives 
and an attempt to map out an integrated European unit/credit system" 
(Council of'Europe 1973:9). 
The basic problems in question as spelled out in the general 
introduction of the Council of Europe publication (1973:9) are: 
(i) a model for the definition of adult language 
needs, (ii) the nature of a competence common to 
most if not all types of language learner, and 
(iii) the basic level of competence below which 
the grant of credits was impracticable. 
Council of ~urope 1973:9 
In the face of the prdillems the project set itself to solve, it is 
Obvious that the project touched on the issue of syllabus design 
and materials production. 
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The first problem was dealt with by Richterich who eventually 
produced an analytic classification of adult language learners followed 
by a model for the analysis of adult language needs. His paper entitled 
'Definition of language needs and types of adults' published in Systems 
Development in Adult Language Learning, Council of Europe/1973, set 
the basis of all other work in that "it set the parameters within 
which all other elements were designed to work" (Howatt 1984:281). 
His model culminated in the work of Munby (1978) miaeadingly entitled 
Communicative Syllabus Design. The title is misleading because the 
book does not deal with the design proper of any communicative or 
other syllabus, but with what is needed to design one. 
Problems (ii) and (iii) were respectively treated by Wilkins 
and Van Ek. They are both aspects of the same problems: the problem 
of syllabus specification. Problem (ii) was theoretical and required 
a theoretical solution whereas problem (iii) was practical or pedagogic 
and needed a practical or pedagogic solution. Hence, Wilkins tackled 
the problem from a theoretical Applied Linguistic point of view and 
made an Applied Linguistic statement on how to specify the core whereas 
Van Ek worked from a practical standpoint to set the limits of the 
common core. 
The work of the project, as can be seen in the general 
introduction of Systems, Council of Europe (1973:9-14), and in the 
papers it contains (i.e. the papers by Trim, Richterich, Van Ek, 
and Wilkins in that order), is the first serious study in the area 
of syllabus design and materials production. More important, the 
prOject constituted the first move away from structure-based materials 
and syllabuses, though the syllabus and materials proposed by Wilkins 
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and Van Ek were in practice 'structural' with a semantic bias. In 
other words they consisted of structures functionally organised or 
based on notions and functions rather than linguistic forms or structures: 
what Widdowson (1979:248) refers to as "notional rather than structural 
isolates". The merit of the project, however, is to have led the 
way to an "alternative basis for course and examination structure" 
(Council of Europe 1973:13) and brought together teaching and testing 
"into a single integrated learning stystem" (Trim 1973:28). 
As the aim of the project shows (cf Trim 1973:18), the 
approach or approaches resulting from the project were adult-based 
and oriented, just like ESP, but the approaches found their way into 
the classroom Soon after the publication of the preliminary papers 
referred to above. With reference to syllabus design the most influen-
tial of the three papers seems to be the one by Wilkins which, later 
on, was extended and published in the form of a book (Wilkins, 1976). 
1.2.2.1 Syllabus Design and Materials Production 
We have mentioned earlier that for a long time in the history 
of language teaching, the content of the teaching materials depended 
upon the method in force at the time. It so happened that classroom 
teaching procedures/techniques were and indeed are often influenced 
by available materials. The situation can be represented as below: 
Fig 1.1: Syllabus-Materials and Methodology Relationshps 
Methodology ------------------)~ Nature of OL Syllabus 
~ Available Teaching Materials J 
This is a vicious circle. Recent developments have led to tile assump-
tion that specification of aims determines course or materials design 
along with teaching techniques and pedagogic presentation (cf Howatt 
1974:1-5; Widdowson 1983:5-7, 12, 20-23). This is represented as 
follows: 
Fig 1.2: Course Content Background (Howatt 1974:5) 
Theory of Language -----)~Description of Language 
~ 
Pedagogic Presentation 
L---~r---~ 
f-Aims 
Teaching Techniques------~ 
~ 
Practical Restrictions 
t 
Theory of Learning ----~) Principles of Method 
1.2.2.2 The Concept of 'Syllabus' 
The notion of syllabus is often confused with others, such 
as the concepts of programme and curriculum; and, as Yalden (1983:18) 
points out, "it is not an easy task to find a definition of 'syllabus' 
in current literature". Her own definition of the term 'syllabus' 
, 
is a contrastive one, after Shaw (1982:78). Shaw starts by considering 
the concept of 'curriculum' to define the one of 'syllabus'. By 
so doing he famd that the most satisfactory definition of 'curriculum' 
is the one by Robertson (1971:564) which says that: 
the curriculum includes the goals, objectives, 
content, processes, resources, and means of evaluation 
of all the learning experiences planned for pupils 
both in and out of the school and community through 
classroom instruction and related programs (for 
example, field trips, library programs, work experi-
ence education, guidance and extra-classroom activities). 
Robertson 1971, quoted in Shaw 1975:64 and in Shaw 
1982:78 
In his effort to relate the concept of 'syllabus' to the one of 
'curriculum' he comes to the conclusion that: 
a syllabus should consist of objectives and 
content and may also include a pedagogical component ... 
Shaw 1975:74 
After distinguishing between 'student-oriented' and 'curriculum' 
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evaluations, he suggests that the former can be included in the defin-
ition of 'syllabus'. To establish the relationship between 'curriculum' 
and 'syllabus' he refers to curriculum design defined after Hooper 
(1971:122) as: 
'" an iterative process, where each question is 
constantly being reprocessed in the light of answers 
to subsequent questions. 
Hooper, quoted in Shaw 1975:74 
He then defines 'syllabus' as: 
•.. a statement of the plan for any part of the 
curriculum, excluding the element of curriculum 
evaluation itself. 
Shaw 1975:74 
Widdowson (1983) questions this assumption and offers a framework 
which would relate aims and objectives to teaching approaches or 
methodology and course design (cf Widdowson 1983: Ch 3). 
The trouble is most teachers of English or indeed of any 
other language, despite the evolution we have just surveyed, are 
still "more used to thinking about methodology than about syllabus 
design" (Yalden 1983:17). The evidence that the 'method concept' 
is not 'dead' is given by the development of such methods as 'the 
Silent Way', 'Community Language Learning' and Lozanov's 'suggestopaedia'. 
In this respect Stern (1983:109) writes: 
In spite of the strong reaction against methods, 
however, and rather surprisingly, several new methods 
have aroused interest among teachers and the general 
public. 
Stern 1983:109 
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It is not likely that the 'method concept' will get out of the scene 
of LT development, especially if one thinks of work by people like 
Widdowson (1983) and Brumfit (1983/Q). 
The 'method concept' per se is not bad, but the trouble 
is that those teachers who rely on it generally cannot produce an 
overall and comprehensive plan or design for a course unless it is 
based on, and closely related to a textbook, the available textbook 
(cf Fig 1.1). When they base their plan on the available book or 
books (often prescribed by the government or some official represent-
ative) they also refer (or have to refer) to the official syllabus 
often reflected in the prescribed textbook (cf the case of the series 
by Cartledge and Baly in Zaire, Lubasa 1982:126). This is another 
vicious circle which, together with the former, entails the necessity 
for more suitable textbooks and syllabuses. In a note (Note 47) 
related to this definition Shaw makes it clear that the definition 
"should not be taken as referring to examination syllabuses"that 
he sets out to discuss later in his thesiS, and concludes his section 
on the definition of 'Syllabus' by saying that "the syllabus should 
be viewed in the context of an ongoing curriculum development process" 
(Shaw 1982: '/2), because otherwise it may "become a fossilising force" 
(Shaw 1975:74). 
For Yalden (1983:18), Shaw's definition is "the most suitable 
and clear definition" of the term 'syllabus'. This assertion is 
justified and justifiable by the fact that most definitions one meets 
in current literature about syllabus design go like this: 
A language syllabus (like any other) is a device 
for helping learners to arrive at their objective 
in the most economical way. 
Widdowson and Brumfit 1981:199 
The reason for such definitions is not hard to find. Most literature 
about 'syllabus' is concerned about its design rather than what a 
syllabus is, i.e. its essence. This is what makes the difference 
between Shaw's definition and other writers'. The difficulty with 
it, however, is that it excludes the element of 'student-oriented' 
evaluation. If we take the view that a syllabus is a pedagogic instru-
ment or "a device for helping learners to arrive at their objective 
in the most econanical way" (Widdowson and Brumfit quoted above) then 
the syllabus should logically include, as Yalden (1983:19) suggests, 
"an approach to testing". This is consistant with the view that 
a programme is the actual execution of the syllabus. 
A programme consists of two aspects: the organisational, 
which relates it to the syllabus and the executive, which takes it 
beyond the scope of the syllabus. Like a syllabus a programme is 
thus a "plan for any part of the curriculum", including a testing 
approach (organisational aspect of the concept), but unlike it the 
programme stipulates the conditions of implementation (the executive 
side of the concept 'programme'). In other words: 
The programme is how the syllabus is actually carried 
out in terms of personnel, timetabling, materials 
seiected, and procedures employed. 
Hill, Personnel Communication 
In this sense a programme contains information about who is doing 
what and when, with what and how. 
The above definitions (of curriculum, syllabus and programme) 
show that these concepts are interrelated and imply that the design 
of the curriculum, syllabus and programme involves the collaboration 
of many people (the teacher, the linguist, the psychologist, the 
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sociologist, the politician, the economist, etc) or the collaboration 
of people with a working knowledge of related disciplines (cf Broughton 
et al 1978: Ch 4). Another implication is that their design should 
be related to particular students in a particular setting or 'context 
of situation', and there are other implications too. 
1.2.2.3 Syllabus design and the coursebook 
Wilkins in his Notional Syllabus (1976) traces six approaches 
to syllabus design gathered into two conceptually distinct types 
of approach. The six approaches are: the grammatical or structural, 
the vocabulary-based, the situational, the semantic or notional, 
the functional, and the operational. The conceptual approaches are 
the 'synthetic' and the 'analytic'. The synthetic approach or strategy 
consists of the first two approaches often considered as one. The 
analytic approaches to syllabus design include the remaining ones: 
that is, the situational, the semantic or notional, the functional, 
and the operational approaches. In addition to these approaches, 
Wilkins recognises or suggests three different types of notional 
category, namely: the semantico-grammatical category, categories 
of modality, and categories of communicative function. To these 
categories Van Ek (1975) "adds a category of 'specific' notions which 
represent word-meanings" (Howatt 1984:282) collapsing Wilkin's first 
two categories into 'General Notions'. In addition Van Ek lists 
language functions separately. This separation of notions and functions 
caused the approach suggested by Wilkins (1976) and Van Ek (1975) 
to be called the 'Notional/Functional Approach'. The trouble with 
the notional/functional approach, however, is the assumption that 
a syllabus consists of the content. No more, no less. This is 
Obviously an unsatisfactory view of syllabus and syllabus design 
11) 1 
unless one refutes the above definition of 'syllabus' by Shaw (1975. 
1982). 
With reference to Wilkins' Notional Syllabus, the distinction 
between the types of syllabus or approaches to syllabus design discussed 
is made on the basis of textbook analysis, and mainly in retrospect. 
This fact establishes the close relationship between syllabus and 
materials design. However close the relationship is, it is not clear 
from Wilkins (1976), nor is it from most of the other sources referred 
to in this thesis. Again, the reason lies perhaps in writers' concern 
with design and content as the passage below suggests: 
•.• it is unclear whether 'syllabus' refers to 
some underlying system which is the foundation 
of a teaching strategy, to the basis of the teaching 
materials themselves, or merely to a broad descrip-
tion of what language teachers should be doing. 
Brumfit 1980:101 
If we put this passage back into its context which is the reassessment 
of notional syllabuses we would not expect the writer to focus on 
the relationship between syllabus and the textbook; but as it stands 
anything, including the relationship between the syllabus and the 
textbook, can be expected; and the line of the argument makes Brumfit 
, 
continue as follows: 
Whichever way we take this, the implication here 
is that a change to notional ism is a change of 
emphasis rather than of principle. 
Brumfit 1980:101 
Let us pick up from the passage above the pOint that change 
in syllabus design is a change of emphasis to refer to the history 
of syllabus design. 
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Most writers who deal with the history of syllabus design 
or survey it are quite comfortable in dividing the history of syllabus 
design into two and labelling the two eras as either structural/gram-
matical and communicative (e.g. Shaw 1982:79) or traditional (method) 
approach and communicative (e.g. Roberts 1982:98-9) as if there was 
nothing communicative in what existed before. 
Yalden (1983:19) in her second chapter distinguishes three 
types of syllabus evolution: (a) Traditional; (b) Structural or 
Grammatical; and (c) Semantic. The Traditional Syllabus is the one 
the teaching of Latin and Greek was based on. It was extended to 
the teaching of Modern Languages during the twelfth century, through 
the Renaissance. It consists of two components: a list of linguistic 
structures (that is, the 'grammar' to be taught) and a list of words 
(the lexicon to be taught). The methodology related to this type 
of syllabus is what is called 'Grammar-translation', and the language 
model was literary, i.e. from ancient Greek and/or Latin literature 
texts. 
The Grammar or Structural Syllabus is the one consisting 
of careful ~election and grading of grammatical structures and of 
vocabulary control. It is the product of what has been named Synthetic 
approaches or strategies to language teaching or syllabus design 
(Wilkins 1976), and strongly influenced by behaviourist psychology 
and ObviouSly structuralism or sturctural linguistics (cf Broughton 
et al 1978: Ch 4, p44). Associated with it are the Grammar-translation 
and the Audiolingual methods, the eclectic approach to method, and 
the Cognitive Code Learning Theory. Its objectives, like those for 
the 'Traditional Syllabus', are stated in terms of linguistic forms, 
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i.e. in terms of "master~ of the substance and form of language -
its phonology and lexicogrammatical system" (Yalden 1983:23) or, 
in more accessible language, its "syntax ••• as a limited number of 
patterns into which the lexis or vocabulary could be fitted" (Broughton 
et al 1978:39). This is the most criticised point of the grammatical 
syllabus. Widdowson (1968) is one of the first thinkers to have 
attacked this idea, and the generally accepted criticism against 
it is perhaps best expressed by Broughton and his colleagues when 
they refer to the traditional and structural approaches to language 
teaching as being "about as practical as driving lessons in an 
immobilised car" (Broughton et aI, loc cit). However, there is a . 
positive side to the grammatical or structural syllabus in that it 
distinguishes between the purposes and the objectives of a course 
of instruction even though the purpose or aim/goal remains the same 
as the objectives in the syllabus, i.e. "mastery of the substance 
and form of language - its phonology and lexicogrammatical system" 
(Yalden 1983:23). Yalden (loc cit) describes this positive aspect 
of the structural syllabus as "a large step toward precision in defining 
the goals of a course of instruction". 
As for the selection andsequencing of items for inclusion 
in the structural or grammatical syllabus, the rise of scientific 
procedures in linguistics in this century allowed for better exploration 
(and certainly more precision) through frequency studies, studies 
of range, availability, familiarity and coverage. It also allowed 
for more effective use of the syllabus in the development of teaching 
materials. However what was selected and graded in this approach 
was vocabulary; structures were only ordered since language being 
seen (as it was) as a system, all the target-language structures 
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had to be taught sooner or later. A point that communicative advocates 
criticise. 
The Semantic Syllabus is the product of the strategy named 
'the analytical approach' by Wilkins and includes communication or 
meaning-based syllabuses. Among these are found the situational 
syllabus, the notional-functional syllabus with the Council of Europe, 
and the operational syllabus with the Bangalore Project (cf Prabhu 
and Carrol 1980). 
The situational syllabus has, in fact, run through the history 
of other-language teaching. It can be further divided into contextual 
and topical or thematic. The contextual syllabus is dialogue-oriented 
and the topical or thematic one is based on language in social 
context. The methodology for the Situational model of syllabus design 
is mainly audiovisual, a method equally relevant for the structural 
syllabus. 
The notional-functional approach to syllabus design has 
its roots, as suggested above, from another vision of kinds of meanings 
to be considered in other-language teaching. It consists of three 
meaning components: the semantic or notional, the functional and 
the formal. This model of syllabus is meant to link rules of use 
with rules of grammar and is an alternative to the grammatical and 
situational syllabuses. But, as Brumfit (1980) points out: 
•.• the objections put forward so cogently against 
the grammatical syllabus can be applied point 
by point· to the notional one. A description of 
function is no more an application of functions 
than a desription of grammatical items is an 
application of them to a language situation, 
arguments for and. against taking learners system-
atically through the whole of the grammatical 
system are exactly paralleled by arguments about 
whether la go through the whole of a notional/ 
functional taxonomy 
Brumflt 1980:101-2 
Widdowson (1979) makes the same point when he writes: 
The structural syllabus quite openly-brazenly, 
you might say - leaves the learner to realise his 
linguistic competence as communicative behaviour 
when the occasion arises ••• 
The notional syllabus, it is claimed, develops 
the ability to do this by accounting for communi-
cative competence within the actual design of the 
syllabus itself. This is a delusion because the 
notional syllabus presents language as an inventory 
of units, of items for accumulation and storage. 
They are notional rather than structural isolates, 
but they are isolates all the same ••• 
Widdowson 1979:248 
The pOint in both these quotations is that: 
A linguist's description, whether syntactic or 
functional, cannot in itself provide the basis 
for a syllabus designed to teach not what but how 
~. 
Brumfit 1980:102 
Since both the structural and the notional-functional sylla-
buses together with the traditional syllabus are language-based they 
can only be seen as different in terms of "emphasis rather than of 
principle" $Brumfit 1980:101), and complementary rather than mutually 
exclusive (cf Widdowson 1979:250). In this sense the notional-
functional syllabus is seen in the scope of its "weak claim" (cf 
Johnson 1982:142). The strong claim sees the notional-functional 
syllabus as a replacement of the structural syllabus. The underlying 
belief, according to Johnson (1982) is that: 
•.• the language system itself is best taught in 
relation to 'uses' irrespective (the implication 
is) of whether the use categories one selects to 
te~h the language system in relation to are ones 
which the student will ultimately need to perform 
Johnson 1982:142 
1()'i 
In this sense the notional-functional syllabus joins the procedural 
syllabus in that it specifies "means rather than ends; a set of 
'excuses to teach language' rather than a list or areas of use for 
which a need to be taught has been identified" (Johnson 1982:143). 
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The procedural or operatmruil syllabus is the only type of 
syllabus which is not language-based. It is stated in terms of tasks 
"and in a way which appears not to attempt a mapping out of linguistic 
content" (Johnson 1982:140). The tasks are graded conceptually. 
But because procedural/operational categories are non-linguistic 
and conceptually graded, "and if teaching based on these can indeed 
proceed without linguistic specification then", Johnson argues, "the 
same should hold true for notional categories which are likewise 
non-linguistic" (Johnson 1982:140), i.e. the semantico-grammatical 
categories. The argument leads him to question the implied assump-
tion that the operational or procedural syllabus can do away with 
the linguistic syllabus to conclude that if it can, then the strong 
version of the notional syllabus might do the same and thereafter 
become, like the procedural sylJabus "a specification of means rather 
than ends" ~Johnson 1982:143). 
From the foregoing it is obvious that the types of syllabus 
surveyed here are either a specification of aims in linguistic terms 
(syntactic or functional) or a specification of means (i.e. the peda-
gogic content). Referring back to Shaw's definition of 'syllabus' 
it would seem more appropriate to design syllabuses containing aspects 
of both types (linguistic and procedural), entailing some 
type of a spiral syllabus; unless one opts for the methodological 
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solution to the communication problem of language teahcing (cf Widdowson 
and Brumfit 1981) focussing on fluency rather than accuracy activities 
In this case one would end up with an operational-type input syllabus 
(ef Widdowson and Brumfit 1981:207-8). These options make sense 
only if we agree that a syllabus consists of "objectives and content 
and may also include a pedagogical component" (Shaw 1975:74). An 
integrative syllabus approach will accommodate the objective and 
content components as well as the pedagogical one. Similarly the 
methodological solution will accommodate the three components. An 
integrative approach to the communication problem of language teaching, 
able to accommodate both the syllabus and the mehtodological solution 
is maybe the ideal, in that it would accommodate the approaches of 
a variety of teachers and learners to the problems of language learning. 
It will simultaneously help the syllabus-oriented and the methodology-
oriented teachers. This point justifies the scope of this survey 
in that the survey provides the setting of the elements to be integrated 
for more appropriate and effective learning materials as well as 
providing the setting of the present research. 
1.3 Summary 
This chapter has looked at the history of LT development 
from the Renaissance with aparticular emphasis on teaching/learning 
materials, especially the coursebook. LT developments in Zaire were 
surveyed in some detail with the same perspective. We have pointed 
out that methodology has been the nucleus of LT developments throughout 
the centuries until recently when, in the 1970's, research reverted 
to a consideration of: 
(a) "teaching objectives, language content, and 
curricuium (or syllabus) design" (Stern 1983:109); 
(b) "the learner as an individual and a person" 
entailing some degree of sensitivity "to human 
values and human relations in the language 
class" and attempts 
••• to create an awareness of the hidden 
curriculum of the social and affective 
climate created by the interaction among 
students and between students and the 
teachers. 
Stern 1983:110 
(c) language learning research; 
(d) communicative language teaching. 
Among these recent developments we have chosen to focus 
on syllabus design and subsequent course and/or materials design. 
The reason is that we believe this is where we can account for the 
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learner's freedom to proceed towards any type of learning or knowledge. 
The underlying belief is that the learner as a human being is free. 
Freedom is his right, in the sense that he is free to use his inte1-
lectual or cognitive and affective abilities along with any other 
relevant factor to learn( or indeed not to learn). Secondly. it 
is believed that Man learns freely about things and people as freely 
as he gets to know and learn about God. Now knowing God and growing 
up in Chris~ianity means, we believe, discovering God more and more. 
Similarly, learning alsubject or indeed another language is a discovery 
freely undertaken or to be undertaken freely using the itinerary 
or itineraries offered by the syllabus. Thirdly, it is believed 
that, as for God, no two people learn in exactly the same way. This 
is to say that learners aim at the same thing (language for commun-
ication) but take different routes and speeds to reach it. It follows 
that the teacher's task is to help with the 'travel' to that 'same 
thing', i.e. to help the learners use their freedom to discover 
ln~ 
or learn the foreign language in their own way or ways using their 
own speed. For this purpose he is bound to know when to help and 
~. This pOint links up with the methodological solution suggested 
by Widdowson and Brumfit (1981) and Brumfit (1983/4) and the subsequent 
input syllabus. In this thesis it is assumed that the key to the 
problem of other-language teaching (or language teaching to speakers 
of other languages) is in the motivation and perseverance of the 
parties concerned or involved in the learning business (mainly the 
learner and the teacher with reference to formal language learning) 
and the place of motivation and perseverance in the syllabus and 
learning materials. If motivation and perseverance could play some 
role as part of the syllabus and learning amterials, and serve the 
purpose of the learners' freedom within the constraints of their 
acquired habits, their background and their society, then the problem 
of language teahcing and/or learning for communication would have 
made a step (however small) towards a solution. There will be more 
about this in Chapter Two; but for the time being, let us keep in 
mind that the concept of freedom is essential in language learning-
acquisition even though the literature does not emphasise it. The 
reason can only be that it is taken for granted. Let us thus bear 
, 
in mind that freedom of choice as an educational concept is essential 
because human beings are, by nature, free. They freely decide to 
learn Or not to learn languages. Th~freely choose the langua3es 
they want to learn. They freely use their motivation to~rsevere 
in learning the languages. They are completely free in the informal 
language learning/acquisition context. They therefore need the 
'freedom component' in the formal language learning-acquisition context 
to achieve. This is where the syllabus and the textbook, and indeed 
the teacher should play the game, or they fail to help the learners. 
FIG 1.3 MOTIVATION AND PERSEVERANCE, FREEDOM, AND LANGUAGE AND COMMUNICATION 
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Figure 1.3 is an attempt to illustrate the foregoing argument, which 
can be reformulated as follows: in informal language contexts, people 
freely use their motivation and perseverance to learn other languages 
for communication. For a formal language learning context to result 
in similar achievement as 'the informal context, curricula, syllabuses, 
and coursebooks ought to take account of the learners' freedom, their 
motivation and their perseverance. 
With this, and past and recent LT developments in mind we 
now are ready to move on and look at the place of motivation and 
perseverance in other-language learning-materials, the relationship 
between motivation and perseverance and later the relationship between 
freedom and motivation. 
CHAPTER TWO: MOTIVATION AND I'EHSEVERANCE IN 
LANGUAGE LEARNING MATERIALS 
Where there's a will there's a way. 
(Proverb) 
There are, however, some dangers inherent in the 
blanket term 'motivation'. Por example, some 
inexperienced teachers may confuse the generating 
of enthusiasm, undoubtedly an~ortant motivational 
element, with the whole task of motivating students 
to undertake and persevere with work. 
McDonough 1981:142 
2.0 Introduction 
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In the preceding chapter we have looked at some aspects 
of the history of language teaching and learning. We have found 
that methodology governed its developments until 1970 when methodology 
shared this role with other concepts, such as the one of syllabus 
design, which is the focus of our inquiry. We have noticed in passing 
that Motivation was seen as a crucial factor for language learning 
to take place, especially in recent developments; but very little 
is said about it in relation to the content of the syllabus and learning 
materials, ~xcept perhaps in terms of attitudes (Allwright 1981:8). 
The present chapter is meant: 
(a) to investigate the place and the role of Motivation 
in syllabuses and coursebooks, and the relation which 
exists between Motivation and Perseverance; and 
(b) to offer a viable operational or pedagogic definition 
for the often confusing notion of 'Motivation'. 
It ends with the description of the hypotheses and the problems which 
raised them, and a consideratton of an approach to their testing. 
2.1 Motivation and Perseverance in Language Learning 
2.1.0 Introduction 
Cofer and Appley (1964) in their effort to understand the 
concept of motivation from the point of view of the psychologist 
found that the definition of motivation depended very much upon 
"the orientation of the tradition from which it derives" (Cofer and 
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Appley 1964:7). T~ey subsequently singled out three major traditions, 
the philosophic-theological tradition, the biol~ical and the cultural 
tradtions. The first tradition is mainly concerned with issues like 
the nature of human nature. It involves interest in moral conduct 
and ethical principle, freedom of choice, "the nature of historical 
causation, esthetics, religion and the like" (Cofer and Appley 1964:16). 
The second tradition, said to represent the scientific study of motiv-
ation, is associated with Darwin's evolutionary theory and the 
"physicalistic approach to bi6:bgical phenomena" (Cofer and Appley 
1964:16). Experimental psychologists (particularly learning theorists) 
are said to belong to this tradition. The third tradition focusses 
on motivational problems related to interest in the behaviour of 
social classes, societies, and cultures and their variations. Social 
psychology,'for instance, belongs to this tradition, as it tends 
to "relate motivational processes to the experiences of individuals 
in their particular cultures" (Cofer and Appley 1964:17). This is 
where the study of language learning, therefore, belongs. 
2.1.1 Motivation and Language Learning 
Social psychology or the social psychological approach to 
language study is concerned with "the complexities and dynamics of 
cognitive organisation and representation of the social world" (Giles 
1982:viii). It is only a recent development in the field of social 
sciences as a coherent approach to language and communication and 
it seems to have been pioneered by Wa11ace E Lrunbert. His work led 
to some theoretical generalisation such as: 
•.. a person can comfortably become bilingual and 
bicultura1; (and) ... one's attiunes toward the 
other group whose language is being learnt play 
an important role in language acquisition and ••• 
such attitudes both affect and are affected by 
one's motivation to learn the other language; ••. 
Dil 1972:xiii 
The point made particularly by the second generalisation has been 
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further elaborated by social psychologists for whom speech behaviours 
are not only influenced by a complex set of cognitive mechanisms 
but also influence, change and even determine one's own and others' 
attitudes and cognitions as well (cf Giles 1982:ix). This is what 
underlies the main argument of the present thesis. The theory involved 
different models of language learning from which our model, i.e. 
the conceptual framework described later in this chapter, has drawn 
its substance. 
The first studies leading to the present state of the theory 
"were carri~d out in 1959 through 1961 with English-speaking Montreal 
high school students studying French" (Lambert 1972:292). The students: 
•.• were all. carefully tested for their language 
learning aptitude and verbal intelligence as well 
as their attitudes towards French people and the 
French Canadian community, the intensity of their 
motivation to learn French, and their orientations 
toward learning the language. 
Lambert 1972:292 
The findings of the study {confirmed and extended in 1960 by Robert 
Gardner) indicated that there are two quite impor~ant factors in learning 
other languages. Tnese are: 
(a) a general language-learning aptitude, and 
(b) a favorable attitude toward the other linguistic 
group, coupled with a sympathetic orientation 
toward learning that group's language. 
Lambert 1972:293 
The fact that the two factors or 'determinants' are independent implies 
that: 
(a) they do not correlate, and 
(b) a person without aptitude can learn the language 
well if the attitude and motivation are strong, 
at the same time as a person with unfavorable 
attitudes and motivation can do well if his 
aptitude is strong. 
cr Lambert 1972:293 
It follows quite logically that "a person with both aptitude and 
the proper orientation will be particularly likely to do well in 
the study of a second language" (loc cit). It is the contention 
of the present thesis that the strength of motivation does not matter, 
if one is perseverant, as Perseverance will help sustain the Motivation, 
however little it may be, and eventually increase it (cf 2.3.2). 
The present development or state of the theory is perhaps 
best repres~nted in Gardner's 'social-educational model of second-
language acquisition' reproduced in Figure 2.1. It is a variant 
of his 1979 Model shown in Figure 2.2, and dismisses the distinction 
between the instrumental and integrative orientations as meaningless. 
The dismissal results from the view that all research so far linking 
attitudes with second language acquisition has been concerned with 
only one factor: the individual's perception of the motivational 
properties of the language learning process; that attitudes are 
important "only to the extent that they influence the individual's 
level of motivatio~ to study and use the language" (Gardner 1982:144). 
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The model (Fig 2.1) suggests that cultural beliefs, seen 
as the reflection of the cultural or social milieu, "will influence 
individuals' attitudes and beliefs about a number of factors associated 
with second language learning" (loc cit). These attitudes reflect 
a number of general attitudinal constructs like 'Integrativeness' 
(defined as the attitudinal reactions toward the other ethnic community 
which might influence the extent to which individuals are willing 
to take on behavioural patterns of another ethnolinguistic community) 
and 'Attitudes towards the learning situation', involving affective 
reactions to the classroom setting. Their function is to provide 
the foundation for the motivation to learn the language. This is 
indicated in the model by the arrows connecting each of the general 
attitudinal constructs with Motivation. The model also shows a separate 
language aptitude component, and indicates, by means of solid arrows, 
that: 
••• both aptitude and motivation are implicated 
in the formal language acquisition context ••• , 
but that motivation (with the solid arrow) more 
than aptitude (with broken arrow) is involved in 
informal contexts .•• Both contexts aid promoting 
language achievement. 
Gardner 1982:146 
The model finally shows achievement as having a reciprocal influence 
, 
on attitudes. This link is thought to be the weakest in the model 
as resarch results in its support are equivocal. 
The model, thus, shows that Motivation is all important 
for language achievement in both formal and informal learning-
acquistion contexts. However, it raises a number of questions, such 
as the one concerning the place and role of Perseverance in language 
learning, whether the aptitude component influences learning in 
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informal contexts, and whether the instrumental orientation of moti-
vation is included in what is referred to as 'Integrativeness'. With 
reference to the theme of this thesis the question is: "How is Moti-
vat ion accommodated in the coursebook and indeed in the classroom? 
An attempt to answer this particular question is made in a later 
paragraph (cf 2.2.3). Let us now look at what the literature says 
about Perseverance. 
2.1.2 Perseverance and Language Learning 
In the description of his model, Gardner'alluded to the 
relation that exists between Motivation and Perseverance in these 
terms: 
Attitudinal/motivational variables and to some 
extent, aptitude are related to perseverance in 
language study. 
Gardner 1982:146 
This relation is thought to be one of the reasons "why attitudes 
are related to achievement in second language" (Gardner 1982:136). 
The point is supported by a number of studies. Gardner (loc cit) 
reports three of them, one by Bartley (1970), another by Burstall, 
Jamieson, Cohen, and Hargreaves (1974), and the third by himself 
and Smythe (1975). 
He reports that Bartley was the first to have investigated 
the relationship between attitudes and the tendency to drop out of 
language programmes. He says that Bartley based her study on the 
stated intention of the subjects to drop out, and measures of their 
attitudes towards the langu~e obtained at both the beginning and 
the end of the acade~ic terms to classify her subjects as 'drop-
outs' or 'staY-ins'. In this way she demonstrated that 'drop-outs' 
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were lower than 'stay-ins' in both attitudes towards the language 
and language aptitude. BurBta11 et a1 used a more objective index 
of Perseverance (the actual behaviour of registering in the language 
class in the subsequent year) to classify the students as drop-
outs' or 'stay-ins'. They found that boys with poor attitudes towards 
learning French dropped out when given the opportunity though similar 
results were not obtained with girls. Gardner and Smythe contrasted 
'stay-ins' with 'drop-outs' initially in Grades 9, 10 and 11, on 
a large battery of attitude, aptitude, and French-achievement measures, 
obtained while they were still registered in the French programme. 
The results showed significant correlations between measures of 
attitudes and motivation directly associated with French and measures 
of French achievement. But the differences involving aspects of 
language aptitude, intelligence and also other attitudina1 character-
istics such as ethnocentrism proved inconsistent. The implication 
of these studies then, Gardner concludes,is that: 
.•. attitudina1 v~b1es are related to aChievement 
in second language because they help to maintain 
an individual's motivation to succeed in the language. 
Gardner 1982:136 
The implication of this statement ia that attitudinal variables affect 
Perseverance one way or the other and the Perseverance is subsequent 
or subordinated to motivation. This is in effect a statement of 
the relationship between Motivation and Perseverance. 
2.1.3 Implications of the Attitude/Motivation Theory for Other 
Language Teaching 
The implications of this theory from the social psychological 
point of view is perhaps best expressed by Lambert(1972). With 
reference to the significance of the findings of the theory for teachers 
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of other languages, Lambert points to the importance of what takes 
place 'within' the minds and the emotions of the students to conclude 
that: 
For those who have to stay at the front lines with 
students, perhaps they will see somewhat more clearly 
the significance of their role as interest stimu-
lators, convincing students that foreign language 
is much more than maze learning, that it is the 
code of a different and interesting social group. 
The challenge is to go beyond the mere achievement 
motives of students and to link language teaching 
with more appropriate and more productive motives. 
Lambert 1972:298 
What is suggested here is not just a learner-centred approach to 
LT but rather a learning-centred one, or better, a social psychological 
approach to language teaching/learning, that is, an LT approach which 
exploits the complexities and dynamics of cognitive organisation 
and representation of the learner's social world. Such an approach 
would account for Motivation and Perseverance in a direct manner 
in the design of the syllabus and the production of the coursebook 
or teaching/learning materials, especially through an explicit reference 
to attitudes. This point implies that Motivation and, indeed, 
Perseverance are educable (cf 2.2.3 and 2.3.4.2). 
, 
2.1.4 Observations 
It is worth noting that Lambert's and Gardner's work is 
mainly related to bilingual and bicultural communities in Canada 
and America and that Gardner's model evolved from research in this 
context. The model, however, can be applied and indeed is applicable 
to more complex contexts offered by multilingual and multi-cultural 
contexts. In its general lines "the model is completely general 
to all contexts" (Gardner 1982:144), but when it comes to the principles 
underlying the model one is inclined to reconsider some aspects. 
With regard to the multilingual and multicultural context offered 
122 
by Zaire, Swekila (1981) is one of those who look into the theory 
underlying not only Gardner's model (Gardner 1979) but other models 
among which are SChumann's model of the second language learning 
process (Schumann 1976), and Swain's model of the second language 
learner and second language learning (Swain 1977). Using these models 
along with Gardner's, and having the Zairean context in mind, Swekila 
designed a 'theoretical framework' of his own relatively more complete 
than the models it derived from. His model thus designed was meant 
to tackle Zairean learners' problem of motivation and proceed towards 
a viable solution. 
At this point it is useful to note that Swekila' s thesis 
addresses the same problem as the present thesis and paints to the 
same area of syllabus and course design for a lasting solution (cf 
Sweki1a 1981:89~. With reference to the possible impact of his study 
in terms of solving the problem at hand Swekila writes that though 
his investigation will not solve the problem of failure in achievement, 
it will at least provide: 
..• some useful elements which might help us design 
better courses suitable to meet our students' needs 
and expectations. 
Swekila 1981:89 
But as is remarked ~ow, Swekila himself failed to exploit the 'some 
useful elements'. Its value, as far as we can see, lies in the fact 
that (a) it reveals the attitudes of tertiary learners of English 
(as far as his sample is representative) towards learning English 
and towards their own languages and/or society, on an empirical basis, 
and (b) by so doing it demonstrates that the Zairean ELT problem 
is not motivation, but something else: the diScrepancy between "the 
students' goals and expectat:ims and the objectives of the course" 
(Sweki1a 1982:102) and the way it is taught (see also Lubasa 1982:12). 
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His study is based on data obtained from a sample of forty-
three tertiary-level students: eighteen from the University of Kinshasa, 
fifteen students from the School of Commercial Studies, and ten from 
the Teacher Training College for Girls in Kinshasa. At the time 
of data collection the subjects, except three, had completed five 
years of English learning: four years at secondary school and one 
in their respective institutions of higher education. The other 
three had completed six years: the four years at secondary school 
and two afterward at tertiary level. The results of the study showed 
that: 
and that: 
.•• in general tertiary level students in Zaire 
have favourable general attitudes towards English .. 
.•• the majority of students approach the study 
of English with an instrumental outlook rather 
than an integrative motive. 
Swekila 1981:101-2 
Sweki1a then comments that: 
With such favourable general attitudes and a powerful 
instrumental orientation as background, one would 
have thought that learning does not, and should 
not, present any particular difficulties in terms 
of interest and motivation since ... favourable 
attitudes are supportive of motivation. 
Swe'kila 1981: 102 
and that the main reasons for ineffective learning are to be found 
in the disCl."qlancy whic'h exists between "the students' goals and 
expectations and the objectives of the course as it is taught •.• " 
(loc cit). This is a significant piece of information in that it 
reveals that the real problem in Zairean ELT is not a problem of 
motivation as most teachers including Sweki1a himself (cf Swekila 
1981:89) and educationists usually think, but rather a problem of 
COurse or syllabus design. It is in this respect that the present 
thesis makes the point that what is missing in the Zaire an ELT context 
is not Motivation but rather Perseverance, and that the teachers 
precisely 'kill' the learners' motivation with their teaching. The 
paint is taken over and discussed in some detail later in this 
chapter (cf 2.3). 
Swekila's work is indeed worth the effort and the time spent 
on it. Unfortunately, it missed the point (or so we think) when 
it comes to the implications of the findings for Teaching/Learning 
materials and methods (er Section 5.5, pp102-4). Here it is suggested 
that because students "have an encouraging basic attitude towards 
English people, their culture and their language" (p103), the teaching 
materials or the course should (a) 'develop' or stimulate the missing 
'integrative orientation', while it caters for the existing 'instru-
mental orientation', and (b) be changed in terms of the content, 
the method of presentation and objectives "so as to change attitudes 
towards the courses". This is a fair suggestion especially as it 
is based on empirical data. But there is no point in providing addi-
tional motivational orientation while still unable to exploit the 
existing one. Secondly if we take the point above (er 2.1.1) by 
Gardner (1982:144) that the distinction between instrumental and 
integrative orientations in language acquisition is meaningless, 
then the suggestion is irrelevant. The second suggestion is apposite, 
but the suggested manner of implementation makes it or would make 
the suggestion as sterile as the existing instrumental orientation 
referred to just now, in that after the change of attitudes had occurred 
the situation would revert to the status quo. 
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With regard to the method of presentation of the course 
materials Swekila (ibid) suggests a more learner-oriented approach 
to language teaching; and encourages, quite logically, approaches 
focussing on language use rather than onthe other language for passing 
examinations. This point raises the issue of the English-course 
objectives according to the syllabus within the curriculum, a problem 
which, obviously, is beyond the capacity of the teacher. The point 
made in this respect is that: 
the basic objectives of the course as laid 
down in the curriculum ought to be modified in 
order to allow the inclusion of the development 
of speaking ability alongside reading comprehension. 
Swekila 1981:103 
What this actually means is that the objectives should change first 
for the 'method suggestion' to work. It follows that in the present 
state of affairs the suggestion is impotent unless the changes are 
made by the teacher in the classroom. At any rate more is needed 
to get Swekila's suggestions through. This can be done through a 
social psychological approach to LT in the sense above (cf 2.1.3) 
based on motivational and perseverance factors, in the sense Motivation 
and Perseverance take in this study. 
2.2 Motivation: What is it? 
2.2.0 Introduction 
We all talk about it; teachers work through it; Applied 
Linguists write on it; we all know what it is but dare not tell. 
This section is an attempt to 'tell' what motivation is, in the light 
of what teachers and Applied Linguists think and say about it, and 
of Some philosophical discussions. 
2.2.1 What the Dictionary says 
We often check up on a word in a dictionary when we do not 
know its meaning. Therefore, let us start with what dictionaries 
say. For a word like motivation it is not surprising that one turns 
to a psychological dictionary. The passage below is thus extracted 
from a psychological dictionary: The Encyclopedic Dictionary of 
Psychology edited by Harre and Lamb (1983). 
In everyday language the term motivation is used 
to describe the urges, desires or reasons that 
are thought to account for people's behavior. 
In the early days of behavioral science motivation 
was envisaged in terms of the drive that was neces-
sary for the manifestation of behavior: sexual 
behavior was due to the sex drive, eating to the 
hunger drive, etc. This is no longer a prevalent 
view and it is generally recognised that it is 
not necessary to account for behavior in terms 
of motive forces, rather that a particular activity 
is the result of an animal being in a particular 
motivational state. 
Harre and Lamb (ed) 1983:401 
This is fine, but does not tell us what motivation exactly means. 
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In order to define the item 'motivation' the Oxford Advanced 
Learner'sDictionary of Current English (OALDCE) starts from the verb 
'motivate' defined as: 
be the motive of; give a motive or incentive; act 
as an incentive. 
The dictionary then continues to say that 'motivation' is the noun. 
The fact that no definition of motivation is provided in 
this dictionary is indicative of the difficulty there is in defining 
the concept. If one ventures to assemble the elements of the definition 
provided in the OALDCE one comes up with a definition of motivation 
which, according to one's purpose, may be either of the following: 
1. 'Motivation is the motive of', where the concept 
of motivation is equated with the motive and 
therefore means 'that which causes somebody 
to act' (cf OALDCE:Motive) as seems to be the 
case in this sentence by McDonough (1981:142): 
••• In what follows, attention is directed 
more to the motives that appear to play 
an immediate role in the learning process, 
than to socio-cultural background •.• 
2. 'Motivation is that which gives a motive or 
incentive to .•• ' or else, 'the fact of giving 
a motive or incentive to ... ;' in which case 
motivation will be regarded as 'that which 
gives that which causes somebody to act', or 
'that which stirs up or encourages somebody' 
3. 'Motivation is that which acts as an incentive, 
or encouragement'. 
From these definitions we can clearly see what motivation 
is not and only infer what it is or might be. For instance, it is 
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not incentive but can act as an incentive (cf third possible definition above). 
It is motive (definition 1) and causes motives (defini~tion ~, a source 
of confusion. 
It is generally accepted that motivation is a 'blanket' 
or 'general cover term', a dustbin and its dangers in the field 
of education arise from the very fact that it is a 'general cover 
term' (cf McDonough 1981:142-143) It includes: 
.•• a number of possibly distinct concepts, each 
of which may have different origins and different 
effects and require different classroom treatment. 
McDonough 1981:143 
The problems, McDonough (loc cit) suggests, are of two kinds: pedagogic 
and theoretical. Theoretical, because: 
... findings in the psychology of motivation will 
often be difficult to extrapolate justifiably to 
the pedagogic situation, unless the resemblance 
of the experimental situation to the teaching one 
is very close. 
McDonough 1981:143 
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Pedagogic, because confusion between distinct concepts under the 
concept of motivation does not help teachers and materials writers/ 
producers to exploit those aspects of 'motivation', 'amenable to 
manipulation' (McDonough 1981:142) nor guide them as to when, where, 
and how to exploit them. 
McDonough (ibid:143) suggests the following distinctions: 
(a) energy, (b) willingness to learn, (c) perseverance, (d) interest, 
(e) enjoyment of lessons, (f) incentives, and (g) benefits of knowing 
the language. Then he writes: 
Many, more detailed, distinctions could be drawn. 
The origin of any of these variables for any parti-
cular learner may well be different from that of 
other learners. The classroom treatment they can 
be given also differs 
McDonough 1981:143 
In view of the foregoing and of the psychological traditions 
of motivation study spotted by Cofer and Appl€y (1964) (cf 2.1.0), 
we adopted an alternative analytical approach to the definition of 
'motivation'. It consists in looking at what teachers and/or teacher 
trainers do with their classes as well as what they, and representatives 
of related disciplines say and write about motivation as part of 
their teaching experience. We believe that this is a more effective 
and practical way of spotting the meaning that the concept of motivation 
takes in the real wor~of language teaching and learning-acquisition, 
and of establishing what might be referred to as the 'pedagogic 
tradition' of motivation. 
2.2.2 What teachers and applied linguists say or imply 
The analysis of what language teachers and those concerned 
with language learning and/or teaching write reveals that motivation, 
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for them, is not quite what psychologists say or think it is, though 
they agree with them or even draw their understanding of the concept 
of motivation from psychological theories. As a matter of fact, 
the teachers' view of 'motivation' is eclectic. It draws from the 
psychological traditions described earlier in this chapter (2.1.0). 
It is pragmatic in that it stresses the value of the task, and indeed, 
of the goal as an incentive. It focusses on the learners' interest 
and self-confidence on the one hand, and on their 'freedom' on the 
other. For them what matters is the relevance of the concept in 
the classroom and how to make sense of it in language learning and 
in learning materials. 
To make the concept of motivation operational in learning 
materials and in the classroom, one has to consider what teachers 
(as language-learning helpers) mean and understand by 'motivation' 
and what the learners' motivation really means. We undertake the 
discussion below in the light of this. The views analysed are mainly 
from professional papers and/or their summaries published in profes-
sional journals and/or newsletters and the like. Most of them are 
drawn from 'Modern English Teacher' and the 'IATEFL Newsletter'. 
Why especially these two? Because they are intended for ordinary 
unsophisticated language (here English) teachers (to help them), 
and for those specialists who are concerned with language teaching 
and learning to express and share their views' in a language that 
ordinary unsophisticated teachers understand. 
2.2.2.1 Bruce Pattison's View in ELT Journal (1976:286-293) 
Pattison in.his article first points to the difficulty of 
demonstrating how human beings behave as they do; then he points 
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out the difficulty of controlling all the variables that might affect 
what is isolated for investigation in tests voluntarily undertaken 
by people under laboratory conditions. He recognises, however, that 
a good deal of information has been accumulated from the said tests 
and asserts that: 
••• a full account of motivation, or even a generally 
accepted theory that fits the verified facts, is 
a long way off. Yet, though fragments of knowledge 
may help teachers with details of their teaching, 
a comprehensive view of what makes people want 
to learn (our emphasis) is necessary for planning 
their work as a whole (p287). 
Here motivation is equated with "what makes people want to learn", 
and is considered quite rightly as "necessary for planning" a course 
and even a single lesson or an activity. Pattison thus thinks of 
motivation in terms of willingness to learn as what fOllows shows: 
I have decided to •.. set before you a few impres-
sions I have formed •.. of some of the conditions 
. that seem to affect willingness to learn English 
well enough for the purposes it is required to 
serve today (loe eit). 
(The emphases are ours) 
It is important, here, to consider the phrase "well enough for the 
purposes it is required to serve today", more specifically the use 
, 
of "well enough" and of the word "purpose" in relation to "willingness 
to learn". Well enough refers to some standard of achievement the 
learner has to aim for and implies that motivation has to do with 
some goal. The goal has to bear some meaning or value for the learner. 
This is suggested by the use of the word purpose. The plural use 
of the word implies that the goals may be multiple and should therefore 
be accounted for in planning a course or anything intended for the 
learners to use in their learning. The implication is that teaching 
or learning materials have to have a goal or goals which are meaningful 
or valuable to the learners for them to want to learn. 
This opinion is implicit in Pattison's article especia1y 
when he writes: 
••• It is a well-attested psychological principle 
that Motivation is increased by knowledge of the 
results of one's efforts •.. Aims involving the 
use of the language tend to be too distant and 
their attainment too doubtful to sustain morale 
throughout the long and arduous journey towards 
them. If an immediate use is required it is not 
clearly enough related to the work necessary for 
establishing a firm framework for any use at all 
of the language. The motivation is too indirect 
to have much power (our emphasis). Evidence of 
progress in general linguistic competence seems 
to generate more motivation for language learning 
than extraneous objectives, especially long-term 
ones. (p290) 
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This passage is not only indicative of the author's view of motivation, 
but also of the psychological theories and tradition from which it 
derives (namely: the principle of reinforcement in the Biological 
tradition of motivation). It also reveals the LT theories which 
influence the author and the role of motivation in language teaching. 
Here motivation appears as a state of mind (morale) related to one's 
knowledge of the aims and of the results of one's efforts, functioning 
as an energiser. In the author's opinion, this role of motivation 
, 
is 'too indirect' in language teaching to be fully operative. In 
this sense motivation is seen as neglected in language teaching practice. 
The notion of perceived progress and relevance is particularly emphasised 
when the author writes that: 
Trying what has been learned is really the final 
part of the learning process, and it will act as 
an incentive only if it does not result in too 
many failures (p270). 
Thus supporting the point that the results of 'learning' have a 
motivational effect on the learner. He then continues to say that 
failure or success ~nd subsequent incentive or lack of it depend upon: 
... the efficacy of the learning which has preceded 
it. The chief influence of motivation is the learning 
process itself (p290). 
still making the point above that learning maintains motivation more 
explicitly. In this connection he further writes that: 
People begin learning a language with various kinds 
and strengths of motivation. What they do in order 
to learn sustains, increases, or decreases that 
original motivation (p290). 
This passage suggests that Pattison is like most teachers (if not 
all) aWare of the role of Perseverance (unders~od as the ability to 
deal with 'crisis points' and/or critical situations as they occur) 
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and the important role played by the incentive to learn and motivation 
in the learning process. 
Pattison sees Motivation, like Learning, as a dynamic sel·f-
regulating process which obviously is bound to be complex; and because 
of this dynamism responsibility for learners' continuing motivation 
is shared or is to be shared with the teacher and the learners or 
the grou~, or better still, in the minisociety of the classroom. 
For him, the two driving elements of motivation are interest and 
"confidence about being on the right route" related to evidence of 
progress. Without them, he says, "the best-laid plans for learning 
, 
will not get very far" (p290). The importance of 'interest' in motiv-
ation is universally established to the extent that for some teachers 
and even some specialists in LSOL (Language for Speakers of Other 
Languages) 'motivation' equals 'interest'. Confidence, as the passage 
below suggests, is generally related to motivation but to a lesser 
extent than 'interest' is: 
In general, teachers ••• motivate their stUdents 
by building. self-confidence as much as command 
of English. 
MacKillop 1984 (b).11 
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The implication of these associations and more specifically of Pattison's 
statement above that without consideration of interest and confidence 
"the best-laid plan for learning" will not work is that a course 
and "by ricochet" a coursebook which does not stimulate the learners' 
interest and does not bring ruoout confidence in the learner is more 
likely to be a failure and, that the dynamism of Motivation is secured 
by the learners' interest and confidence. If we take Pattison's 
point in this matter, then there is a case for thinking that motivation 
or, at least, aspects of it such as 'interest' and 'confidence' should 
figure in the content of language learning syllabuses and materials 
or coursebooks. The difficulty, however, is that Interest and 
Confidence are of a different nature, and even their relation to 
motivation is different. For example, 'Interest' precedes actual 
motivation and receives feedback from it whereas 'Confidence' is 
the result of previous learning and, therefore, subsequent to some 
previous motivation. In other words 'Interest' leads to motivation 
and is affected by the result of motivation whereas 'Confidence' 
is generated by the result of motivation and leads back to motivation. 
It is in this respect that Pattison's assertion that the two driving 
elements of Motivation are Interest and Confidence can only make 
sense. One,of the ways of getting these elements into the course, 
despite the difficulty pointed out here above, is through activities 
which make the learners think, as thinking in Pattison's opinion 
leads the learners to be "more active, more involved in what is going 
on, ••. to be interested" (Pattison 1976:291). 
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2.2.2.2 Maria de Julio Serrao, Giovanna Occhipinti and Marina Villone, 
in MET, Vol 9 No 4, April-May 1984 
Serrao, Occhipinti and Villone are all teachers of English 
in Naples, Italy, and teach different levels in different schools 
or institutions. Their article, 'Where's Captain Cook's Treasure?', 
is actually a description of a reading exercise and the technique 
related to it. At the outset or their article they write: 
One of our aims when we thought of this exercise 
was to motivate students by giving them a real 
purpose and, therefore, a reason for using their 
reading and speaking abilities (p 12). 
Here motivation is seen as a consequence of purpose and perceived 
reasons for doing things, in the context of the article, that is 
for using reading and speaking abilities. The exercise is the means 
of motivation beside the other aims for which it has been designed. 
Its main feature is information transfer or use of an information 
gap. Thus it is the design of the exercise which is meant to motivate 
the learner not its content. In this sense motivation is a function 
of the activity in the classroom not of the content proper, a common 
feature, among others, of communicative teaching. 
2.2.2.3 Rod Bolitho, MET, Vol 9 No 4, April-May 1982 
Bolitho is a college lecturer and is a Chief Examiner for 
the RSA (Cert. TEFL). He is author of Start English for Science, 
Longman (cf MET p26). His article, 'Marrakesh Marketplace: a structure 
practice game', describes a game intended "to give intensive further 
practice in, or revison of, 'if' sentences of the first two types" 
(p26) • 
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After explaining how the game works, Bolitho says: "Motivation 
is usually very high and the only problem I ever have with this 
activity is stopping it" (p27). 
What is meant by motivation is not clear from the sentence 
itself nor is it from the context, i.e. the article. Motivation 
here may well mean interest or willingness to act or to perform the 
activity. What is clear is that there is a lot of learner involvement. 
Is this what is meant by 'motivation'? Why not? If we take Pattison's 
point referred to above (see 2.2.2.1) that thinking leads learners 
to be more active~ more involved in what they are dOing and likely 
to be interested, and that interest and confidence are the "driving 
wheels of motivation" (Pattison 1976:290), then it ~ justifiable 
to presume that involvement is an indication of some sort of motivation. 
In any case involvement is evidence that motivation is at work. 
It is not surprising that it is, if such is the case, mistaken for 
motivation itself. In this case 'motivation' equals 'involvement'. 
2.2.2.4 Luke Prodromou, MET, Vol 9 No 1, September 1981 
Prodomou teaches or was teaching at the time of the publication 
of his article, 'Teaching Beginners', at the British Council Institute 
and the University in Salonika, Greece. The article consists of 
six sections of different length each focussing on a particular problem. 
The section we are concerned with here (Section Three) is headed 
'The Teacher Speaks'. It is a discussion of the teacher's speech 
in the classroom, preceded by a discussion of the beginner-learner 
speech (Section Two), and opens as follows: 
Clearly, the pupil needs to be given (a) confidence 
in this new language (b) a feeling that it is related 
in some way to reality, that it can be useful (p3). 
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"This new language" in the quotation refers to the discussion preceding 
the section about the teacher's speech and also to part of the heading 
of the section: 'This New Language ••• The Beginner Speaks'. With 
regard to the two things "the pupil needs to be given" the author 
refers to (b) as 'Motivation'. With reference to confidence he 
suggests that it "can be built on the idea that language is systematic", 
not "an amorphous, threatening mass" (p3); and this should be made 
clear to the learner. In this respect he thinks that there are advan-
tages in using a structural ·syl1abus and audio1ingual texts despite 
their use of language "in unreal contexts" (p3). Motivation is seen 
as the key to the problem of language "presented by the textbook 
in an unreal context" and as the responsibility of the teacher (cf 
2.2.2.1). 
Prornxmou indeed thinks that it is the teacher's responsibility 
to make the learner realise that: 
Language is not only an abstract system of sounds 
but also a concrete system of meanings that can 
be activated and put to use, even in the earliest 
stages. 
What is suggested here can be related to the concept of 
\. 
the spiral syllabus (cf Widdowson and Brumfit 1981:208-9). It consists 
of the structural core of the language to which "items derived from 
a traditional structural syllabus as well as others from notional, 
functional or indeed any other appropriate taxonomies" (ibid:208) 
are added. In Prodromou's suggestion the core would have something 
to do with 'Confidence' and the spiral with 'Motivation': the core 
would be in the textbook and would service the learners' confidence 
whereas the spiral content would be provided by the teacher for the 
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sake of motivation. In this respect Prodromou writes that the teacher 
should aim to "create a need for the student to learn English" as 
he often does not have one "or does not feel that he has it" (p3). 
He further says that the teacher must give the learner something 
to say if he has nothing to iay and that "this is often a matter 
of giving the student and the language something to do" (p3). This 
Sounds as if the teacher is a dictator and this dictatorship is often 
disguised in such terms as 'guide' or 'initiator'. Our opinion is 
that the learners should be granted some Freedom of choice and decision 
in the matter. The teacher only helps when he is required. On the 
other hand, it sounds as if motivation is an 'electric shock' that 
starts the learner off. 
With reference to the coursebook, Prodromou suggests that 
if the language in it 
••• is represented in such a way that it does not 
do anything, does not communicate, then we make 
it do something (p3). 
He then defines the concept of "doing something with language" as 
••• not just making a noise, albeit a systematic 
one, but (a) saying something which is not obvious 
to the listener, (b) saying something which the 
listener will respond to perhaps by performing 
an'action, reacting emotionally, replying. 
Thus language is used to exchange information, 
attitudes and feelings 
Prodromou 1981:3-4 
This text and most of what precedes reflects the main line of the 
communicative approach as it focusses on the communicative or inter-
actional aspect of language and on 'the use of language' to learn 
'the use of the language'. His concept of motivation is mainly concerned 
with providing the learner with some need to learn the language through 
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activities and exercises as already noted with Serrao et al (cf 2.2.2.2). 
This is the tendency in the present current of LT, as Robinson 
(1980:26-31) shows in her discussion of student motivation and the 
analysis of needs. She writes: 
••. ESP has developed alongside a new concern 
for the needs and feelings of the learner rather 
than the requirements of an externally imposed 
syllabus 
Robinson 1980:26 
She then presents some views and counter-views about student motivation 
and how motivation can be satisfied. One of the views is found in 
the 'English in focus approach' (Robinson loc cit) and is mainly 
concerned with maintaining the students' interest by establishing 
the relationship between the English class and "what goes on in the 
Engineering workshop or Physics lab" (AlIen, quoted in Robinson 
1980:26). The counter view is seen in Macdonald and Sager (1975) 
who propose joint teaching of foreign languages and "academic subjects 
presented to a considerable extent in the foreign language" at 
university to open the students to something new. Robinson (1980) 
then writes: 
A few writers, however, query what they see as 
an excessive demand for usefulness or relevance, 
characteristic of the communicative approach. 
"' 
Robinson 1980:27 
thus indicating that usefulness or relevance is for the communicativists 
what is essential for motivation to be maintained. This implies 
that motivation is goal-directed, and can only be maintained or 
stimulated by exercises or activities reflecting the goals in question, 
thus subordinating Motivation to Activity and Exercises rather than 
subordinating activity and exercises to motivation, though the latter 
is the normal process. 
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Another article by Prodromou, 'ambiguity in EFL', published 
in a later issue of the same journal (MET, vol 9, No 4, April-May 
1982) supports or perpetuates this view as the concluding words of 
the article show: 
I feel however that teachers should also be encour-
aged to devise their own techniques, by adapting 
available material towards communicative ends -
and if an activity takes seconds or minutes to 
prepare and can stimulate student involvement in 
the learning process, so much the better. This 
is what I have tried to outline in this article. 
Prodromou 1982:6 
2.2.2.5 Jean-Paul Steevens, in MET, Vol 9 No 4, April-May 1982 
Steevens is a teacher in Belgium and organises in-service 
training courses for English teachers in vocational schools. His 
article, 'pop songs as a device for listening comprehension', is 
concerned with the use of pop songs to teach English to beginners 
and students at elementary level. It is intended to: 
••• illustrate how pop songs can be a natural and 
highly motivational device for listening compre-
hension (p17). 
In this connection he comments that: 
Pupils generally tend to sing the most popular song 
texts by heart without even thinking what the verses 
mean. A listening comprehension exercise offers 
a challenging and unexpected test of their ••• 
(his dots) comprehension of the song; they suddenly 
discover these strange sounds also have a meaning(p17). 
Suddenly. like magic. pupils discover that the songs they know and 
sing have a meaning, and this motivates them to listen for comprehension. 
Motivation or the motivating factor here is thus seen to be the link 
between knowledge of the song and its meaning. Knowledge of the 
pop songs will incite or encourage learners to listen and hopefully 
understand the verses. The assumption is that knowledge of the songs 
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will make the students want to listen and to understand. The impli-
cation being that there is an element of readiness and willingness 
in the notion of motivation, which further implies some type of 
Freedom on the part of the learners. 
2.2.2.6 Roy Pearse (19824 MET, Vol 10 No 1, September 1982 
Pearse teaches in Barcelona. His article, 'Helping the 
student help himself' is concerned with some useful "basic points 
on simple oral communication" (p22) and makes the point that Character 
and Motivation are responsible for the ability to communicate. Pearse 
sees motivation as the desire "to talk and to be heard". The following 
is how he puts it: 
Some students will always get the message across 
better than others. Character is important. The 
extrovert will communicate better than the introvert. 
Some people find self-expression easy; ..• Motivation 
is also important. Some are bursting to talk and 
to be heard ••• character and motivation are all-
important (p22). 
Following this and his introduction Pearse discusses a number of 
hints on self-expression that he thinks the extrovert uses and that 
he feels should be practised not to stimulate or motivate learners 
but to help the motivated learners to per from properly or adequately. 
, 
The hints are (a) the use of the situational context, (b) gestures, 
(c) the use of brand names (for example biro instead of ballpoint 
pen, Kleenex instead of paper handkerchiefs, etc), (d) putting the 
interlocutor on the right track, where the situational context does 
not particularise and possible confusion can arise, (e) not persisting 
with one form not immediately understood (an aspect of, or a device 
for Perseverance), (f) repeating and having repeated what is not 
understood (another device for Perseverance), (g) knowledge of the 
local ways, (h) knowledge of the subject matter, (j) knowledge of 
target language habits, (i) knowledge of the life and the culture 
of the people who speak it, and (k) distinction between fluency and 
knowledge. 
Pearse's article suggests that there is a sense in which 
we can conceive of an exercise or activity as enhancing Motivation 
thus having Motivation as its subordinate, and cases where exercises 
are designed to help motivated learners to get their message across 
or to 'communicate' with the effect of adding to Motivation. In 
the latter case learning activities and exercises are a function 
of Motivation and lead back to Motivation by complex routes that 
will be discussed later in this chapter (cf 2.3.3.1). It appears 
that in LT focus is often on the first instance. This thesis is 
an attempt to find ways of proceeding via the alternative as well. 
2.2.2.7 Peter Buckley of the British Council Teaching Centre, 
Salonika, Greece, in MET Vol 10 No 1, September 1982 
Buckley has taught in West Germany and in Britain. At the 
time of publication of his article: 'The successful Adult Learner', 
he was Director of Studies at the British Council Teaching Centre 
in Salonika", Greece. In the introduction to the article Buckley 
writes that he believes that: 
••. teaching English to foreign students often 
involves teaching them how to learn rather than 
teaching them English (p20). 
He then argues that: 
This seems to contradict one of the foundations 
of student-centred learning: that adult students 
are already successful learners, and therefore 
know how to learn. But I think they are only 
successful in the context of their previous educa-
tional experience. And in many cases, this 
experience has been teacher-centred, exam-aimed 
and textbook-bound. They are as potentially capable 
as anyone of benefitting from a student-centred 
approach but their previous experience has not 
prepared them for this (p20). 
This passage and the article it introduces are important to us in 
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that they raise the issues of learners' past experience and the habits 
already formed in them about learning and about what learning is. 
In connection with these issues the author suggests that adoption 
of 'the deep-end' approach might just work "depending on the 
perseverance and enthusiasm of the teacher", but that it is "more 
likely to confuse and antagonise the students" (p20). He then suggests 
the adoption of a 'gradual approach' "so that the teacher is in fact 
teaching the students how to learn" (p20). For this purpose he 
recommends consideration of (a) teachers' explanations of the reason 
why pupils do things and what they are learning in dOing things; 
that is, provision of meaning and purpose; (b) information about 
the rationale of the activities involved in their learning/teaching; 
(c) students' independence and 'independent' thinking involving 
the principle of induction; (d) the function of error in language-
learning; and (e) sources: coursebook, dictionary, grammar book, 
etc. These recommendations suggest a direct use or exploitation 
! 
of the learners' motivation to enhance his learning. If analogy 
with language description \ la Chomsky is allowed one may describe 
the five recommendations as part of a deep structure of the concept 
of Motivation understood as a dynamic process, the process whereby 
the learners' assign meaning and purpose to what they want to do 
or they are doing. More about this later (cf 2.2.3). 
2.2.2.8 Patrick Woulfe, MET Vol 10 No 2, November 1982 
Woulfe taught for some time in Germany where he was one 
of the founder members of HELTA, the Hamburg Teachers Association 
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(cf p20). At the time when his article, 'Exploiting good friends'. 
was published he was Director of the New Zealand English Language 
Institute in Auckland, which helps cater for the language needs 
of migrant workers in industry (p20). His article, 'Exploiting good 
friends' addresses the problem of vocabulary teaching along a line 
similar to that of Buckley just discussed in that he also considers 
the learners' previous experience. Woulfe's reason for 'exploiting 
good friends' is that good friends (i.e. True Cognates) can relate 
to five principles of language teaching and learning, the first of 
which is the principle of motivation. 
In Woulfe's opinion 'good friends' can be used as a motiva-
tional factor to make the pre-intermediate student feel he is approx-
imating faster to the target language bY being exposed to 'easy 
vocabulary'. Secondly, good friends help the teacher to build on 
the student's previous language experience. In the first instance 
Woulfe touches on the problem of authenticity of the language taught 
and suggests that exposure to the right type and level of language 
can motivate and maintain learners' motivation, a point which links 
up with his second point to suggest that authentic language is the 
, 
language that the learner can cope with. 
2.2.2.9 John Gibbons; in MET, Vol 8 No 4, April-May 1982 
Gibbons has taught in Spain, Kenya, Poland, and London 
(immigrants), and has produced learning materials for Hong Kong and 
is co-author, with Pamela Smith and Kenneth Wescott, of Career English, 
Nelson (cf p23). At the time of writing the article, 'Coping with 
authentic texts' he was teaching and training teachers at the School 
of Education, University of Hong Kong (cf p23). In the fifth point 
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of the article dealing with "teaching students to comprehend Authentic 
Texts" (this is in fact the heading of the paragraph under consider-
ation) Gibbons ascribes two elements to the teacher's task (a) training 
the learners to "recognise the clues to meaning, the information 
they already have", and (b) "encouraging students to use (our emphasis) 
the available information to the fullest extent". In this respect 
he writes: 
Teaching comprehension means encouraging students 
to work on the text, using all available clues, 
plus reasoning to reach the best possible interpre-
tation (p25). 
That is, the teacher should encourage the learners to use their "in-
built puzzle-solving equipment" (cf Aitchison 1976:126) to process 
the text; and this is done through teaching techniques and classroom 
activities as the following passage Shows: 
The teacher should rarely give the answer but if 
the students appear unable to make progress, should 
help (our emphasis) by indicating available clues, 
or by asking open questions to get students working 
along the right lines. Another way of encouraging 
this type of approach is to allow learners to work 
in groups and discuss •.• Another aspect of reasoning 
is, of course, the role of the purpose ... (p25). 
In this particular instance teaching is seen as setting the appropriate 
or relevant mood or condition for the learners to want to do some 
practical intellectual work, culminating in learning. As such this 
view reveals or rather establishes the relationship between cognitive 
factors like intelligence (reasoning) and affective factors such 
as purpose (wants, desires, etc), the conjugation of which will yield 
reasons or motives for acting or doing the (practical) intellectual 
work referred to above. 
2.2.3 Towards a Viable Definition of Motivation 
At this point we should like to consider a viable definition 
of what is understood by motivation but before we do so let us explore 
a point Widdowson makes in his Explorations in Applied Linguistics 
(1979: Ch 13). In the conclusion to Chapter Thirteen (originally 
a paper) entitled 'The process and purpose of reading', Widdowson 
suggests that: 
We should try to encourage learners to relate 
what they read to their own world of knowledge 
and experience. 
Widdowson 1979:180 
To justify the reactive aspect of reading that Widdowson sees as 
145 
being essentially interactive, Donn Byrne (1983) adds to the suggestion 
the following: 
••• and what they are going to read. 
Byrne, in MET, Vol 10 No 3 1983 
Widdowson carries on and says that his suggestion can be realised: 
••• in part, by selecting reading material that 
is likely to appeal to their interest, but there 
is no point in doing this unless we also ensure 
,that their interests are actually engaged (our 
emphasis) by allowing them the same latitude of 
interpretation that we, as practised readers, permit 
ourselves. The texts have to be converted into 
discourse and the language put to creative use. 
Widdowson 1979:180 
Here, as in most texts discussed here or other which are published 
in professional journals other that MET, 'INTEREST' occupies the 
central position when motivation comes to be talked about, to the 
extent that, as has been said before, in some cases 'interest' is 
synonymous with motivation. As in most texts with a communicative 
flavour Widdowson suggests the use of activities in class and the 
provision of a purpose for reading to gain learners' involvement. 
It follows then that 'INVOLVEMENT' is an important feature of motivation 
for the teachers as it is the observable result of motivation. 
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From the foregoing and referring back to Pearse, Gibbons, 
Widdowson's conclusions and Byrne's addition to the suggestion, one 
may rightly think of Motivation as something not static or even stable 
but rather dynamic and changing. Thus Widdowson's suggestion can 
be realised partly through the topics and partly through the activities 
set out to deal with reading the topics in question. A third dimension 
that needs to be mentioned is the more direct motivational involve-
ment suggested by Pearse, Buckley and Byrne by telling the students 
the mean~ of the activity for their learning and its purpose, and 
by getting them to evaluate their experience with the activity and 
also therelevance of the topic (cf Pearse (1982), Buckley (1982) 
and Byrne (1983:5» or indeed of the activity itself. Finally, the 
word 'INTERPRETATION' in Widdowson's suggestion quoted above suggests 
and, indeed, supports the point that some type of Freedom is to be 
allowed in the classroom, the course-materials and the syllabus. 
This Freedom is not only conceptual or cognitive as the word interpr-
etation above implies and suggests but also organisational and affective 
as other places in the foregoing discussion suggest. See, for instance, 
Buckley's recommendation of 'students' independence' and 'independent' 
thinking (2.2.2.7). 
'Operative Motivation' is clearly conceived of, among teachers 
and specialists in related disciplines, in terms of LINKS: links 
between perceived goals or aims and objectives, or else between 
interest and the meaning they take for the learner, between perceived 
progress and relevance for the learner, from the learner's point 
of view, and subsequent confidence resulting from some evidence of 
progress; links between other things which make the concept of 
'motivation' complex and at times confusing. This 'LINKING' concept 
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of Motivation is cl~arly formulated by Hill (1984) in his summary 
of the paper 'Motivating Teacher··Trainers in Training' (Hill 1984: 
41-2). The paper concerns students on the Advanced Practical 
Certificate in Teaching (APCTT) for ESOL programme. The programme 
is closely attached to "the Institute's Postgraduate Certificate 
of Education (PGCE) initial training programme for TESOL" (Hill 1984: 41) 
and includes "lectures, seminars, tutorials, and workshops, the micro-
teaching sessions, and most importantly the teaching practice in 
state secondary schools in Madrid" (loc cit). The teacher trainers 
"are given a series of appropriate tasks and a programme of reading 
to carry out" (loc cit) in special seminars. This is the setting 
in which the (prospective) teacher trainers are to be motivated. 
With it in mind Hill writes: 
The motivation of the teacher trainers arises from 
the fact that they are self-selected (our emphasis), 
from the obvious relevance of the PGCE as a case 
study and from the explicit linking (our emphasis) 
of the tasks, readings and special seminars to 
what occurs in the PGCE programme. 
Problems in maintaining motivation are most likely 
to arise if these links (our emphasis) are not 
well madei or if the case-study nature of the PGCE 
programme is not properly perceived. 
Hill 1984:42 
Beside the i'inking aspect of motivation, this passage sums up most 
of the pOints discussed under the heading 'What Teachers and Applied 
Linguists Say and Imply'. Above all it clearly shows that FREEDOM, 
the organisational and implicitly the affective freedom of the learners, 
is of paramount importance in raising their motivation, thus supporting 
the point made earlier that the learners' freedom (affective, cognitive, 
organisational or otherwise) should be accounted for in the design 
of syllabuses, courses and coursebooks. 
/ 
/ 
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The linking aspect of motivation is particularly present 
in the concept of 'Motive' as discussed by Peters (1958). He suggests 
that the concept 'Motive' is an explanatory concept not a causative 
one. It consists of three main characteristics in ordinary language: 
(a) it is used in contexts where conduct is being assessed 
and not simply explained, where there is a breakdown 
in conventional expectations; 
(b) it is used to refer to a reason of a directed sort 
and implies a directed disposition in the individual 
whose conduct is being assessed; 
(c) it must state the reason why a person acts, a reason 
that is operative in the situation to be explained. 
The motive may coincide with his reason but it must 
be the reason why he acts. 
To .the question of knowing why certain types of reason are operative 
Peters suggests that many people and, in particular, anthropologists 
and sociologists would refer to "culture and knowledge of the individual" 
to answer the question while psychologists would refer to "emotion 
and movement" (cr Peters 1958:36-7) or better to: 
••• a causal connexion between directedness and 
some inner springs in the individual. A motive, 
it'would be argued, is an emotively charged reason. 
The directedness of behaviour is set off by an 
emotional state. Motives, on this view, inhabit 
a hinterland between reasons and causes. They 
refer not only to the goal towards which behaviour 
is directed but also to emotional states Which 
set it off. 
Peters 1958:37 
In this thesis, the concept of motive accommodates both views: the 
culture-knowledge explanatory view and the causal view of the 
psychologist. This choice is directed by what teachers and their 
allies think Motivation is, i.e. a set of links between perceived 
things or values and the meaning they take for the learner that a 
reasonable amount of confidence resulting from some evidence of progress 
confirms and maintains. 
Widdowson (1979:180) quoted above reflects the cu1ture-
knowledge explanatory view that teachers hold of motivation, but 
also the causative aspect of it when he refers to the learners' 
interest. This integrative concept of motivation is noticeable in 
most of the excerpts discussed above. This means that teachers are 
aware that human beings, learners in particular, are not mere psycho-
logical units but also social beings, i.e. members of society with 
a given culture that affects their behaviour (motivated or not). 
The acceptance that "some behaviour qualifies as motivated action 
but some does not" (Harrt and Lamb 1983:403) entails acceptance of 
some routines of behaviour, referred to as habits. If habits can 
be culture-bound it goes without saying that motivated actions and, 
therefore, motives are culture-bound, and therefore educable (cf2.1.3). 
Our accommodation of both the above views considers the 
'psychological causes' such as knowledge, interest and experience 
as necessary conditions for motivation to take place. Motives are 
then seen as "goals towards which behaviour persists" i.e. the operative 
reason for a given behaviour. In other words no causal connection 
is seen "between pursuing the goal and some inner spring of action" 
(Peter 1958:38-9) or what is referred to here as "psychological 
causes". Finally Motivation is regarded as the motives coupled with 
some disposition to act or perform and willingness to do so. In 
this sense Motivation. can be conceived of as the organisational force 
or just the organisation of motives for a specific purpose reflected 
in the goals. 
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If we refer back to some aspects of motivation drawn from 
teachers' opinions in relation to Wright's survey of visuals in the 
Audio-visual Method and their use in the 1970's onward (cf Wright 
1982(a):32-37 and Wright 1982(b):46-49) we can induce a link between 
students' interest and meaning and purpose in language learning. 
In view of all these elements, this thesis considers Motivation as 
a process whereby a learner assigns meaning and purpose to what he 
wants to do or is doing. The process is made possible if the learner 
is prepared and willing to perform the desired behaviour or to achieve 
the goal he sets fqr"himself. This definition is relevant in language 
learning in particular and can be extended to other behaviours, and 
is consistant with the social Psychological view of language learning 
described by Lambert (1972:291) when he writes that the social 
psychological theory: 
.•• in brief, holds that an individual successfully 
acquiring a second language gradually adopts various 
aspects of behavior which characterize members 
of another linguistic-cultural group. The learner's 
ethnocentric tendencies, his attitudes toward the 
other group, and his orientation toward learning 
are" believed to regulate or control his motivation 
to learn and ultimately his success or failure 
in mastering the new language. 
Lambert 1972:291 
According to this theory motivation is regulated or controlled but 
not caused by the learners' ethnocentric tendencies (a socio-psycho-
logical factor), their attitudes towards the other group (a psychological 
variable closely related to interest) and their orientation toward 
learning. The latter is the motive for learning (but see 3.1.1.3.1,d) 
and the other two can be entered under what has been considered here 
as 'necessary conditions' for motivation to occur, referred to later 
(cf 3.1.1.3.1) as 'MQtivation Conditioning'. It can be induced from 
the theory that motivation is a result (if it is a result of anything) 
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of successful acquisition of another language and is a process of 
some kind which makes the learners decide on the adoption of "various 
aspects of behavior which characterize members of" the target linguistic-
cultural group. The assumption in this theory is that motivation 
is directly related to achievement, i.e. that there is a direct corre-
lation between motivation and aChievement. The present work suggests 
that there is not, and that the statement that: 
••• given motivation, it is inevitable that a human 
being will learn a second language if he is exposed 
to the language data. 
by Carder (1967:164 quoted in McDonough 1981:142) is misleading. 
This pOint leads us to consider the hypotheses of this thesis and 
the problem which raised them. 
2.3 The Problem and the Hypotheses 
2.3.0 Background 
Zaire is a multilingual country with French as the official 
language, and Ciluba, Kikongo, Kiswahili and Lingala as main regional-
national languages. English is the second foreign language as it 
is the third or maybe the fourth language most people learn at school. 
It is compuisory and begins either in the second or the third year 
of secondary education. (See General Introduction) 
2.3.1 The problem as it affects ELT 
Most teachers of English in Zaire complain that their pupils 
are not interested in learning and are hard to motivate. This is 
especially the case for older or supposedly more advanced learners 
(Classes 5 and 6, age 16 to 19 or more). The teachers generally 
maintain that pupils learn English not to speak it but rather to 
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pass their exams. The irony is that pupils too complain. They argue 
that English lessons are boring and the teachers too demanding. 
This suggests that learners are willing to learn but the classroom 
setting or context discourages them and entails a decline of motivation 
and a subsequent lack of perseverance in learning. 
Boredom results from lack of or little activity in the class-
room and other factors like the rigidity of the teaching system 
(cf Lubasa 1982: Ch 1), the language syllabus, the teacher's motivation 
and qualificaiton, the scarcity and/or irrelevance of coursebooks 
and teaching materials. The phrase 'too demanding' suggests (among 
other things) that the learners are not prepared and subsequently 
are unwilling to work hard, though willing to work. Obviously the 
learners are motivated one way or the other to learn the language 
especially at earlier stages (cf Lubasa 1982:121-124) but school 
'kills' their motivation. 
It is often said that motivation is crucial for learning 
to take place (cf 2.1.1 and Corder 1967, quoted above); but paradox-
ically very little is said about it in terms of content for (teaching 
and/or) lea~ning materials (cf Waters and Hutchinson 1983:11). Usually 
researchers suggest, and teachers use methods and approaches that 
would serve as a motivational factor. This practice is seen as 
analogous to developing one's grammatical or linguistic competence 
and expecting communicative competence to follow or result from it. 
Here I should like to refer to Dawson (1982:27) when he says that 
recent developments in TEFL and: 
'" the abandonment of the old grammar translation 
methods ... have led to a concentration on our 
students' ability to communicate in English in 
an English-speaking environment. 
Dawson, in MET Vol 9, No 4, 1982:27 
I would say" ••. in an English-speaking-like environment". This 
shift from grammar-translation is directed by a need to deal with 
the learners' communicative needs directly. If we see Motivation 
as the heart of communication along with Character (as Pe.arse above 
suggests when he says: "character and motivation are all important") 
or other features like the learners' Freedom and Perseverance, then 
we cannot expect it to be tackled indirectly. 
Dawson continues by objecting that although the result of 
recent developments in LT is in many ways excellent: 
••• it has caused us to overlook two essential 
and unavoidable facts: 
(a) many of our students may never need to 
fimction in an English-speaking environment; 
(b) English is only a secondary language. Most 
communication will continue to be in their 
Ll. 
Therefore we have overlooked the studenm who will 
never travel but will nevertheless need to use 
their knowledge of English at home. 
Dawson lac cit 
This is particularly true of Zaire where English is at least the 
fourth language and the second European language most pupils learn. 
It is not surprising that teachers find it difficult to sustain the 
pupils' motivation to learn English, and that they form an opinion 
that the pupils are not interested in learning English or even that 
it is impossible to sustain the pupils' motivation and get better 
results from teaching English. This takes us to the description 
of the hypothesis or hypotheses. 
153 
154 
2.3.2 Description of the Hypotheses 
2.3.2.1 Hypothesis 1 
In the face of the problem what is missing in the Zairean 
ELT context is not motivation or interest but rather perseverance. 
This lack of perseverance results from a decline of motivation, in 
turn resulting from the teaching situation, i.e. the ELT context 
of Zaire and includes the school system, the classroom situation, 
the teacher and his training or background and motivation, the methods 
and/or techniques and the materials involved. 
Although motivation is the most important factor aff~cting 
terminal behaviour in language learning (cf Gardner and Lambert 1972; 
Lambert 1972; Gardner 1981, 1982; and Corder 1967) it is believed 
that it needs the support of Perseverance conceived of as the ability 
to deal with a crisis pOint. The hypothesis can then go like this: 
No matter what the intensity of motivation, learners learn if they 
can persevere; and the more they learn, the more they persevere and 
the more motivated they are likely to be. In other words, the more 
they learn, the more they are involved in the process of learning 
, 
and persevere, and the more perseverant they grow the higher their 
motivation is likely to get. 
2·3.2.2 HYPothesis 2 
Learning foreign languages can be more effective and enjoyable 
if aspects of motivation and perseverance can be incorporated into 
tresyllabus and into learning materials in terms of sociocultural, 
PSYChOlogical, and linguistic content as well as being a by-product 
of methodology and textbook structure through an (SP)2 approach, 
that is: Specific Purpose (SPI) and Social Psychological (SP2) 
approaches. In other words, to specify a type of content easily 
processable by most, if not all, learners of a particular socio-
cultural, psychological or socio-psychological, and sociolinguistic 
background because it is based as far as possible and necessary on 
motivational factors. This second hypothesis seems to follow quite 
logically from the first and links up with the point made earlier 
that for motivation and perseverance to be operative in learning 
materials, the syllabus should account for the learners' Freedom 
(cognitive, affective, and organistional) and thus be flexible. 
2 This is the raison d'@tre of the (SPj approach developed in this 
thesis. 
2.3.2.3 Further hypotheses 
Additimal hypotheses related to these two hypotheses derive 
from the analysis of the teachers' and Applied Linguists' opinions. 
They constitute the substance of the conceptual framework (Fig. 2.4) 
meant to test the main two hypotheses. The analysis revealed a number 
of pOints, such as: 
(a) that teaching a language is: 
(i) teaching how to learn rather than teaching the 
language itself; 
(ii) encouraging the learners to use their "in-built 
puzzle-solving equipment" to process the learning 
material; 
(b) that (i) and (ii) can be done through activities 
stimulating the learners' motivation (indirect use 
of mot~vation) or through activities derived rrom the 
learners' motivation (direct use of motivation); 
(c) that motivation is: 
(i) what makes people want to learn, implying some 
readiness and willingness; 
(ii) willingness to learn a language well enough 
for some purpose; 
(iii) a state of mind related to one's knowledge 
of the aims and the results of one's efforts; 
hence the concepts of perceived progress and 
relevance; 
(iv) an energiser and a dynamic self-regulated 
process where the learning process itself is 
a major motivational factor; 
(v) something demanding involvement, etc. 
1. Hypothesis 3 
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This hypothesis focuses pn learning and teaching and suggests 
that teaching is the development or training of the learners' ability 
to cope with difficulties (i.e. to use their "Puzzle-solving Equipment" 
when it is needed), and that learning is problem-solving, and requires 
the development of the/necessary ability or strategies to overcome 
'crisis points' in the process of solving the problems. It thus 
suggests that perseverance is the crucial factor in learning other 
languages (cf Hypothesis 1). Hence the hypothesis that perseverance 
is equally important, if not more so, than motivation in language 
learning-acquisition. 
2. Hypothesis 4 
It follows from 'Hypothesis 3' that the learning process 
is a chain of processes including the motivational process and the 
"dynamics of perseverance" (cr 2.3.3). 
15'/ 
3. Hypothesis 5 
This hypothesis is concerned with the use of motivation. 
It suggests that the concepts of 'Motivation' and 'Perseverance' 
can be directly exploited in language learning materials through 
the SP-Squared approach, where factors such as "Previous Language 
Experience, Attitudes and Interest, Incentive, Activity-Enjoyment, 
and others are particularly concerned and stressed. This hypothesis 
links up with 'Hypothesis 2'". 
2.3.3 The SP-Sguared Approach and the Test of the Hypotheses 
2.3.3.0 Introduction 
Under this heading we wish to describe in general terms 
the process and the approach followed to test the hypotheses described 
above. To test these hypotheses a conceptual framework, in turn 
to be tested, was found indispensable. For this purpose we designed 
a model of Other-Language Learning, based on the work of Gardner 
(1979, 1981, 1982), McDonough's study of motivation in·connection 
with language teaching (McDonough 1981), and some of the points revealed 
in the analysis of teachers and Applied Linguists' opinions. It 
is made of three 'dynamics' assumed to constitute the 'chain of 
processes' (cf Hypothesis 4) of the learning process. For the purpose 
of convenience, these dynamics can be represented as in Fig. 2.3. 
This shows schematic ally the learning process as a chain of dynamic 
processes among which 'motivation' is only one. The motivation process, 
referred to here as the dynamic of motivated behaviour, goes from 
'Incentive' through the learners' affective and cognitive character-
istics. The latter include concepts like interest, attitude and others 
which serve as preliminary conditions. for motivation to occur (cf2.2.3; 
and 3.1.1.3.1). It is suggested that Motivation can directly be 
MOTIVATION 
Jt 
Fig.2.3: THE DYNAMIC OF MOTIVATED BEHAVIOUR AND ITS INFLUENCES IN THE PROCESS OF 
LEARNING OTHER LANGUAGES 
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affectedand maintained by 'Incentive'. The second process in the 
chain is the one referred to as the "dynamic of Perseverance" where 
'Incentive' still plays an important role. It starts from 'Activity-
Enjoyment' whose impetus comes from the learning context. The double 
a~s indicate that 'Activity-Enjoyment' and 'Incentive', both influence 
the learner's Perseverance which in turn positively (or indeed 
negatively) affects both of them. The third process is the one which 
might be referred to as the 'dynamic of Learning'. or indeed, of 
Language Acquisition. It consists of (a) the learner's Perseverance 
(where it starts), (b) Learning or Communication strategy (activated 
and developed through interaction), and (c) cognitive and affective 
learning proper. The suggestion is that Learning (whether cognitive, 
affective or both) and Communication strategies are stimulated by 
the learner's Perseverance and are affected one way or the other 
by Learning, i.e. by their own result. The other process illustrated 
in the diagram consists of the feedback loop-system of the chain 
of processes. This leads back to the learner either directly or through 
some complex routes (i.e. via 'perseverance' and 'incentive' or via 
'perseverance', 'activity-enjoyment', and 'incentive', or perhaps 
through 'activity-enjoy~ent' alone) or both. (See the definitions 
of the concepts of Perseverance, Activity-Enjoyment, and Incentive 
in the definition section:2.3.4). The hypotheses will be said to 
be invalid if one of the dynamics proves to be false. The framework 
(the model) itself (Fig. 2.4) is tested by means of various instruments: 
questionnaires, interviews, classroom observation, and discussions 
(cf Chapter Three). The results of these instruments, beside testing 
the conceptual framework, provide us with clues to the motivational 
and perseverance factors to account for in designing learning materials, 
through what we have_ named the SP-Squared approach. 
Fig. 2.4 THE CONCEPTUAL FRAMEWORK: A MODEL OF OTHER-LANGUAG~ LEARNING-ACQUISITION 
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2.3.3.1 Description of the Conceptual Framework 
The conceptual framework is in effect a self-explanatory 
predictive model of Other-Language Learning-Acquisition. However, 
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a description of it will help better understanding. It shows the 
interaction of the learner and his background with the learning context 
and setting in the process of learning. What is exclusively internal 
to the learner is shown in the part labelled: LEARNER, and what is 
external is in the one labelled: LEARNING CONTEXT/SETTING. The over-
lapping area contains what is assumed to be both internal (i.e. belonging 
to the learner) and external (i.e. belonging to the learning context 
and/or setting) to the learner. 
The framework as a model views the learner of other languages 
as a whole; that is, in all different aspects of his life: as a 
biological and Psychological entity, and as a social or societal 
and classroom member exposed to a fair amount of the target language. 
In other words, the learner is seen as taking with him into the classroom 
or the learning context and setting the different aspects of life 
mentioned in the left hand interconnected boxes of the model. These 
aspects influence the learner in many different ways; and he reacts 
or responds to them in a variety of different ways. His motivation 
is seen as the effect of the many ways he reacts or responds to the 
different aspects of his life. It results in positive or negative 
Incentive which in turn appeals to the learner's affective and cognitive 
characteristics thus establishing the first dynamic referred to as 
the one of Motivated Behaviour. The other effect of Motivation, 
feedback to Behaviour or Knowledge, ultimately affects both the nature 
of the Incentive (positive or negative) and the intensity of Persev-
erance, thus contributing to both dynamics: the Dynamic of Motivated 
Behaviour and the one of Perseverance. 
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Both FEEDBACK and INCENTIVE are directly influenced or affected 
by the social milieu and/or by the learner as a member of society 
and of a particular speech community, as well as being affected by 
the learner's motivation which, itself, is an effect (in part) of 
the social milieu and/or the learner as a member of society. In 
part , because MOTIVATION is mainly the effect of the learner's 
psychological characteristics seen as the necessary condition for 
Motivation to occur. FEEDBACK and INCENTIVE both receive their input 
from the classroom and the result of the classroom interaction in 
the formal context of 'other-language' (OL) acquisition, and, in 
the informal context, from society at large and the result of inter-
personal interaction. In both cases the results are: ACTIVITY-ENJOYMENT, 
where Freedom is essential, and UNCERTAINTY REDUCTION. They both 
have an impact on PERSEVERANCE; but, unlike the UNCERTAINTY REDUCTION 
variable, ACTIVITY-ENJOYMENT is sustained and perhaps enhanced by 
PERSEVERANCE which, as already mentioned, is also affected by the 
INCENTIVE and secures the cycle which is regarded as the Dynamic 
of Perseverance (cf 2.3.3.0). 
The arrow from the PHYSIOLOGICAL-BIOLOGICAL FACTORS component 
" 
to PERSEVERANCE suggests that Perseverance is not dependent upon 
the FEEDBACK-INCENTIVE and UNCERTAINTY REDUCTION-ACTIVITY-ENJOYMENT 
variables alone but also on physiological factors such as health, 
fatique, energy, endurance, etc •.. 
Learning in this model is seen,as an affective and cognitive 
process handled by the learner himself which brings him to understand 
language (use and usage) principles and "to an ability to act upon 
them" (Widdowson 1983:18). Proficiency Achievement and Performance 
· . 
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are some of its external observable effects. Competence is one of 
the internal effects. In this view, learning is conditioned by a 
certain amount of Perseverance (in the sense of this study (cf 2.3.4.1) 
whose role is integrative (i.e. to help the learner to integrate 
the different experiences of learning for specific purposes, gained 
in the struggl~ or while struggling with different tasks), and results 
from the learner's Language Experience and his development of Learning 
and/or Communication Strategies referred to as LELS (Language Experience 
and Learning Strategy). It is assumed that LEARNING-ACQUISITION 
in turn affects PERSEVERANCE, thus allowing the cycle PERSEVERANCE, 
LELS, and LEARNING-ACQUISITION, referred to as the Dynamic of Learning 
or indeed of Learning and/or Acquisition (cf 2.3.3.0). 
The learning process as a whole constitutes a feedback-loop 
system where what has been learned appears to have an impact on the 
learner as a whole (i.e. on the different aspects of the learner's 
life through himself) and establishes a self-regulating servo-mechanism 
(the feedback-loop system, that is). This is shown in the model 
by the arrow from the LEARNING-ACQUISITION box to the left hand series 
of connected boxes representing the learner and his background. 
The argument underlying this model views Perseverance as 
the key to Learning and/or Language Acquisition: it helps or urges 
the learner to look for learning strategies and techniques that he 
needs to learn and achieve his learning objectives and/or purposes; 
it helps or forces the learner to perform or interact and use his 
new or newly acquired or learned language. But since Perseverance 
is only subsequent to. motivation (ef 2.1.2), discussion of Motivation 
proves essential when dealing with it. This is what justifies our 
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focus on both Motivation and Perseverance, on the one hand, and on 
Incentive and Activity-Enjoyment as 'activators' of Motivation and 
Perseverance, to make teaching and learning other languages more 
enjoyable. 
2.3.3.2 2 The (SP) Approach: What is It? 
2 The (SP) approach is conceived of as the approach whereby 
aspects of Motivation can be incorporated into a language syllabus 
and in learning materials in terms of sociocultural, Psychological 
and linguistic content, and thus strike some balance between the 
'Motivation-Activity' relationship and motivation as a by-product 
of methodology and textbook structure. It deals with 'Specific Purposes' 
(SPl) and the learner's 'cognitive representations', and thus relates 
to Language for Specific Purposes (LSP) seen as an approach (cf 1.2.1.3) 
and to Social Psychology (SP2). 
If we take the view that language and society are inter-
dependent and not dichotomies, and that cognitive representations 
described as the way people cognitively represent (that is, the idea 
people have of) their 
Social and psychological characteristics and 
subjectively define the situation in~rms of its 
norms and their goals as is any objective classi-
fication of that situation imposed from without •.• 
Giles 1982:viii 
are "important mediators between language and social context" (loc 
cit) and between goals or objectives and the meaning they take for 
the learner and his purposes (cf 2.2), then it is sensible to think 
of ESP or LSP as an approach not only in terms of 'process-orientation' 
but also in terms of learners' learning-habit as a base and orientation 
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of the approach. ESP then, seen as an approach, is not only process-
oriented but also 'learners' learning-habit' based and oriented, 
in which case it includes most, if not all, ESP's present orientations. 
In this sense ESP is educational in nature and skill oriented in 
scope, that is: both educational and training oriented and minimises 
the Education-Training and Specific-General dichotomies. This justifies 
the SP for 'Specific Purposes' referred to here as SPl, and for 
'Social Psychological' referred to as SP2, in the '(SP)2 Approach'. 
By 'learner's learning-habit based and oriented is meant 
that teaching approaches (as opposed to learning approaches) and 
the learning materials in which they appear should ultimately be 
based on the idea the learner has of learning in his own environment 
(the learner's concept of learning, that is) and should aim to meet 
that concept as it is reflected in his society or learning situation 
and context This is the expression of the static or stable aspect 
of teaching and learning and/or education. The process-oriented 
side of the SPl approach is what can be regarded as the changing 
or dynamic aspect of teaching and learning, and/or education. These 
aspects together corres~ond to one of the three features or character-
istics of culture and society, that culture and, by ricochet, society 
is both dynamic and stable. This is also true of language. The 
other two features of culture are that culture is universal and an 
unconscious phenomenon. Since education deals with people and society 
or people in society and therefore with culture (at least partially), 
it should be able to incorporate and reflect the object or target 
of its essence (i.e. people-society-culture). It follows that education 
should be at the same time universal (though specific), dynamic and 
stable, and unconsciously absorbed. 
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An approach by its very nature as a product of man is specific 
but also universal (since man is both specific and universal). This 
implies that an SPl approach or ~P seen as an approach is or should 
be universal. An SPl approach which is simultaneously process-oriented 
and learner's learning-habit based and oriented would then be educa-
tional and therefore, universal, dynamic and stable, and would operate 
unconsciously, i.e. its effects on the learner would be unconscious. 
Its degree of training capability will vary according to the specificity 
of the purpose and the specificity of the learning environment at 
hand. A course designed through such an approach will fit (a) the 
learner's cultural background, (b) the objectives and aspirations 
of his society, and (c) the learner's cognitive and affective character-
istics, all of which affect (directly or indirectly) motivation to 
learn as Figs. 2.3 and 2.4 show. The implication is that for learning 
to take place, a course should satisfy the learner (a) culturally, 
(b) socially and/or societally, (c) psychologically, and of course 
(d) linguistically in the case of language learning. This is where 
2 
the (SP) Approach becomes essentially social psychological as it 
focuses on the learner's 'cognitive representations' and cognitive 
and affective variables shown in the conceptual framework (Fig. 2.4). 
2 The (SP) Approach thus described aims to exploit the learner's 
'cognitive representations' and the meaning objectives and goals 
have for the learner so that they help him meet the purposes for 
which he learns English or indeed any dher language, by complying 
with the learner's concept of learning and the socially constructed 
significance/cultural value of the formal system' (cf Brumfit 1983:68) 
and moving from there to target-language use. And since any educational 
2 process aims at a certain desirable type of change, the (sp) Approach 
", t,.., 
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will help us accommodate the learners' liberty or freedom and exploit 
their Motivation and Perseverance in what Brumfit (1983:187-92) 
describes as a product-based syllabus. The empirical data (collected 
partly for this purpose) along with the information provided in Cha~ers 
Threeand Four is meant to provide us with clues to the approach. 
2.3.4 Definition of the Key-concepts: Perseverance, Learning, 
Incentive and Activity-Enjoyment 
2.3.4.1 Perseverance 
With the definition of motivation provided earlier in mind, 
it is possible to define 'Perseverance' as the learner's ability: 
(a) to keep on organising and reorganising his motives for 
one or more specific purposes as these change in the 
course of his learning; and, 
(b) to deal with crisis points and/or situations as they 
OCcur. 
Alternatively, by way of implication, Perseverance can be defined 
as the individual's ability to develop and use the learning and commun-
ication strategies that he requires to achieve his purposes. By 
definition ;perseverance' refers to a: 
••• refusal to be discouraged by failure, doubts, 
or difficulties, and a steadfast or dogged pursuit 
of an end or an undertaking. 
Webster's New Dictionary of Synonyms 1968:606 
Our definition of the concept as the learner's ability to tackle 
a crisis adds to the usual definition found in dictionaries, and 
focusses on the organisational and instantaneous abilities of the 
learner or the individual to deal with difficulties, doubts, or failures 
in his "refusal to be discouraged and his steadfast or dogged 
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pursuit of an end or an undertaking'. In this sense Perseverance 
is either a natural quality or a quality learned or acquired from 
school or from society at large, and is therefore the responsibility 
of the learner, but the responsibility can be shared with the teacher. 
This view of Perseverance has to be distinguished, however, from 
the 'social' type of Perseverance observed in most developing countries 
or among immigrants in industrialised or developed countries as the 
basis of drop outs in schools. The factors affecting this type 
of Perseverance or rather lack of it are mainly' socioeconomic and 
therefore out of the learner's control, or competence to handle, 
irrespective of the nature of whatever incentive may be present. 
Thus, Perseverance can be defined in social or in psychological terms, 
or both in social and psychological terms. In this thesis the emphasis 
is rather on the psychological view of the concept as it is this 
type of Perseverance that the learner himself, assisted by the teacher 
and the learning material, or by society at large can control. 
2.3.4.2 The Concept of Learning 
The underlying Learning concept or theory from which the 
definition of Perseverance derives views language learning as a problem-
solving pro~ess or a process in which the learner develops and uses 
.. ,' ' ..... . 
(and vice versa) strategies to solve communication and learning problems. 
It fOllows that language in this view is a series of problems to 
be solved. This point justifies the linking of motivation and the 
role of 'incentive' in the chain of the learning process (Fig. 2.3), 
and allows us to move on and look at the other two leading concepts 
that the (SP)2Approach is meant to take account of. 
2.3.4.3 Incentive and Activity-Enjoyment 
Like 'Perseverance', Incentive and Activity Enjoyment can 
be defined in social or in psychological terms, or in both social 
and psychological terms. In this thesis we are inclined to look 
at them as both social and psychological phenomena, since they are 
under the learner's control and depend upon the learning context 
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and setting in both cases, i.e. irrespective of whether the concepts 
are seen from the social or from the psychological point of view. 
Definition of 'Incentive' 
Incentive, here, is seen as the realisation of Motivation 
and the generative force of continuous and/or increasing motivation 
and perseverance, which it is indeed by definition. Webster's New 
Dictionary of Synonyms (1968) refers to it as applying especially 
to a cause "for which the person affected is not himself responsible 
or which does not originate within himself". In learning other 
languages, the factors which influence the incentive are related 
to the classroom and/or to society at large and their resultants, 
one of which is what is referred to as 'Activity-Enjoyment' (cf 2.3.3.1). 
Definition af 'Activiiy-EnjOyment' 
Activity-Enjoyment can be defined in social terms as the 
pleasure of being a member of a group and the satisfaction resulting 
from the interaction. In psychological terms, it is regarded as 
the pleasure of struggling with a task or a problem and the satisfaction 
resulting from solving it. 
With these definitions in mind, we are ready to approach 
and discuss the empirical data. 
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2.4 Summary 
This chapter has attempted to look at the role of motivation 
in the syllabus and, more particularly, in learning materials, and 
the relation which obtains between Motivation and Perseverance. 
It is also an attempt to offer a viable operative or pedagogic 
definition of Motivation. It leads to the description of the hypotheses 
of this study, the description of the conceptual framework meant 
to test the hypotheses, and the suggestion of an approach to the 
direct use of Motivation and Perseverance in learning materials. 
It ends with the definition of the key words 'Perseverance, Learning, 
Incentive and Activity-Enjoyment, in the light of the conceptual 
framework and the hypotheses. 
We have gathered that motivation is an important factor 
in language learning (2.1.1) indirectlY accounted for in learning 
materials as a function of the material and the design of activities 
rather than part of the actual material, be it in terms of attitude 
training (2.2.2). We have noticed that Motivation or 'attitudinal/ 
motivational variables" (along with aptitude) are related to 
Perseverance for the very reason that attitudes are related to achfeve-
, 
ment in languages other than one's own (2.1.2). This point suggests 
that Perseverance in learning other languages is crucial to the extent 
that we have ~thesised that achievement in other languages depends 
heavily upon the learners' Perseverance (Hypothesis 1 and 3). Hypotheses 
2 and 5 are particularly concerned with the incorporation of elements 
of 'Motivation and Perseverance' in the learning materials in a more 
satisfactory or direct and effective way. Hypothesis 4 is rather 
a statement of the integration of the different dynamics operating 
in the learning process. These hypotheses are falsified if one or 
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more of the dynamics suggested in the model (cf Fig. 2.3 and/or 2.4) 
are proved false. The 'SP-Squared Approach' is suggested to implement 
or put to use the findings of the investigation if they support the 
model (Fig. 2.4). The suggestions for the approach hold from the 
implications of the attitude/motivation theory for other-language 
teaching (2.1.3) that we need more than learner-centred appro~hes, 
that we need learning-centred aproaches. They also hold from the 
specific purpose discussion (1.2.1.3). 
More than anything else, the chapter has revealed what we 
have referred to as "the pegagogic concept of Motivation". It consists 
of links freely made by the learner (with or without the help of 
the teacher) to start and maintain the course of an action or activity 
for one or more specific purposes, reflected in the learner's goals. 
This view of the concept of 'Motivation' has led to the definition 
that Motivation is the process whereby the learners or the individuals 
make sense of their behaviour; or the process through which the learners 
assign meaning and purpose to what they want to do, or what they 
actually are doing. Thus, Motivation is seen as the organisation 
of motives for one or more specific purposes reflected in the learners' 
goals. Once again the concept of Freedom comes into play. It is 
indeed associated with Motivation in that the learners interpret 
or are bound to interpret for themselves the meaning of the activity 
they engage in as well as organising their work to achieve their 
goals (cf 2.3.3). We have already said that the learner, as a human 
being, is indeed free to use his intellectual, cognitive, and affective 
abilities along with any other relevant abilities to learn or indeed 
not to learn (cf 1.3). Freedom is thus central to the notion of 
Motivation in Language Learning. It is the basis of the learner's 
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sense of challenge accounted for by his dignity as a member of a 
social group, his desire for social recognition, and his need for 
survival (often referred to as in'tegrative and instrumental orientations 
of motivation). 
Finally, the chapter has provided us with an insight into 
the problem which initiated it, that is, that the teaching of English 
is ineffective, not functional, in Zaire. The reason, teachers think, 
is that pupils are not motivated to learn. The present study suggests 
that the reason is rather lack of Perseverance because the teachers 
kill the learners' Motivation. To stop teachers killing the learners' 
2 
motivation we have suggested the SP-Squared or (SP) Approach whereby 
the learners' Motivation and Perseverance is to be exploited. Part 
Two provides us with what is required of the SP-Squared Approach 
in practice. 
PART TWO 
COLLECTION AND ANALYSIS 
OF THE 
EMPIRICAL DATA 
,' .. , ' . . ,-
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CHAPTER THREE: COLLECTING THE EMPIRICAL DATA 
The Research Methodology 
3.0 Introduction 
This chapter is mainly concerned with the description of 
the fieldwork and of the empirical instruments used to carry it out. 
The first section of the chapter describes the instruments; the second 
deals with the fieldwork and the administration of the instruments. 
They consist of questionnaires, interviews, discussions, and classroom 
observation. They have been conceived in the light of much of what 
we have discussed in the first part of the thesis, and put together 
within the conceptual framework described above (cf 2.3.3.1). The 
reason being that they are meant to test the model (the conceptual 
framework) and to provide us with the necessary information and insight 
for the exploitation of Motivation and Perseverance in learning 
materials. 
3.1 Description of the Empirical Instruments 
3.1.0 , Introduction 
, 
The instruments for collecting the data consist of three 
questionnaires, an interview flow-chart, notes on discussions and 
classroom observation. They benefit from diverse influences: socio-
linguistic, social psychological, and educational or pedagogic. 
The main SOciolinguistic influence comes from discussions of biling-
ualism and multilingual ism and the notion of domain as discussed 
by Fishman (1971), Sankoff (1971) and others (cf Pride and Holmes, 
(eds) 1972). It is reflected in Section One of Questionnaires Two 
and Three, and Sections One and Two of the Learners' Questionnaire, 
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i.e. Questionnaire One (cf Appendix I). The social psychological 
influence is mainly from Gardner, Cl€ment, Smythe and Smythe's 
Attitude and Motivation Test Battery (Gardner et al 1979) to which 
Section III of the students' questionnaire owes its structure and 
most of the content. The pedagogic or educational influence comes 
from various sources among which Fadil (1975) ,and Bertrand (1970) 
whose work inspired the last section of the learners' questionnaire 
and parallel sections in 'Questionnaire Two', for instance Section 
11 and Section VI. The content of the Teachers' Questionnaire is, 
for the most part, adapted from Williams' appendix to his article, 
'Deve1opin"g criteria for textbook evaluation' (Wi1liams 1983). The 
appendix is, in fact, a checklist for textbook evaluation. In this 
sense Questionnaire Three is mainly a pedagogic instrument. Another 
influence I should like to acknowledge is Swekila's on matters related 
to Zaire an languages and their evaluation in Questionnaire One and 
Two (Swekila 1981: Questionnaire). 
The interviews, discussions, and classroom observation are 
mainly intended as a cross-check and as feedback for the information 
collected in the questionnaires. 
Gardner et aI's AMTB is a questionnaire validated and standard-
ised on samples of anglophone Canadian students in Grade 7-11 consisting 
of approximately 1000 students at each level from seven regions across 
Canada. It is concerned with the assessment of 'the non-linguistic 
skills' of students (cf Gardner et al 1979:1-2). It measures or, 
in their own terms: 
provides,estimates of four composite attitu-
dinal/motivational variables which have shown 
consistent relationships with various aspects of 
second language acquisition 
Gardner et al 1979:1 
and the measures are derived from eleven scales described in their 
'Appendix 1'. The eleven scales are: 
(1) French class anxiety concerned with the subject's 
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"degree of discomfort while participating in the French 
class", (2) Attitudes toward French Canadians, 
(3) Interest in foreign languages, (4) Instrumental 
orientation, (5) Integrative orientation, (6) Attitudes 
towards learning French, (7) Attitudes towards European 
French people, (8) Motivational intensity, (9) Desire 
to learn French, (10) French Teacher-Evaluative, and 
(11) French Teacher-Rapport. 
The four composite indices (or attitudinal/motivational 
variables) derived from the above eleven scales are (cf Gardner et 
al 1979:2): (a) Integrativeness, measured through Samples 2, 3, 5, 
and 7; (b) Motivation, "assessed in terms of the amount of effort 
the individual expends in learning French, his desire to learn French 
and his att~tudes toward learning French" and by means of scales 
8, 9, and 6 respectively, (c) Attitudes toward the learning situation, 
cons~ting of students~ evaluations of the French teacher and French 
course, thus involving scales 10 and 11, and (d) Attitude/Motivational 
Index (AMI), consisting of "all items from the above three indices 
plus measures of French classroom anxiety (negatively weighted) and 
Instrumentality". In other words, AMI is assessed by means of scales 
1 and 4, and all the other scales. In this sense the battery is 
mainly concerned with AMI after which, as a matter of fact, it is 
named. 
Fadil's questionnaire is mainly concerned with measuring 
Sudanese pupils' motivation/attitude towards English and consists 
of six parts (cf Fadil 1975:27-8). Part One is designed to collect 
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such data as the respondents' names, whether they are day or boarding 
pupils, their year of study etc. In short, Part One deals with the 
respondents' personal details. Parts Two to Six focus on the attitudinal 
aspect of the questionnaire. Part Two measures the pupils' attitudes 
towards English. Part Three referred to as 'Orientation Index' after 
Lambert (1972) aims to test "if the dichotomy of 'instrumental' and 
'integrative' orientation (holds) true for Sudanese pupils" (Fadil 
1975:29-30). Part Four concerns itself with "the pupils' study 
habits", and measures things like the learners' regularity in studying, 
and how hard they study, how prepared they are to do their assignments 
etc. Part Five, labelled 'Desire to learn English scale' is a 'five-
point scale' conSisting of 'nine items', each related to a "skill 
that any pupil learning English would aspire to acquire" (Fadil 1975:31). 
The object of this scale is said "to assess the relative popularity" 
of each of the skills in question. Part Six, referred to as 'Quality 
of course scale' seeks to weigh the pupils' satisfaction with the 
different aspects of the English Language Course. 
Bertrand's 'Portrait du professeur de langue ideal' inspired 
our paragraph on the ideal teacher of English (cf Questionnaires 
One and Two in Appendix I). His paper is in fact a classification 
of qualities it is thought a teacher should have, based on responses 
given by Some 288 learners of German to the quest~n "Wie Stellen 
Sie sich den idealen Sprachlehrer vor?" (How do you imagine an ideal 
language teacher?) rhe question was asked as part of a proficiency 
or placement test for the 'Ecoles nationales superieures d'Ingenieurs 
~ ,f" " ' •• 
Art et M~tiers'. The objective or aim of the question was to find 
out what students expect from teachers, an idea adopted and expanded 
in the part of the isntrument referring to Bertand's work. 
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Our questionnaires thus adopted or adapted aspects of the 
above described pieces of work to meet the purposes they were designed 
to meet; that is, to test the conceptual framework (Fig 2.4) and 
to provide us with clues about which aspects of Motivation and 
Perseverance to exploit in the classroom and how; but they are not 
exclusively based on the work adopted and/or adapted. 
3.1.1 Questionnaire One: the Learners' Questionnaire 
The Learners' Questionnaire consists of five sections: 
(1) Personal Details; (2) Learners' Linguistic Profile; (3) Affective 
factors measure: Motivation and Perseverance assessment; (4) Learners' 
wishes and desires; and (5) The Learners' attitudes towards the learning 
situation. Section Four is subdivided into three subsections concerned 
with the abilities to be developed (subsection I), the course content 
and activities (subsection 2), and the teacher (subsection 3). 
Section Five is also divided into three. Subsection One deals with the 
learners' e~aluation of the English course, the second subsection with 
the teacher, and the third with the textbook. 
3.1.1.1 Personal Details 
This section aims at collecting the maximum information 
about the learner. The information includes items about the learners' 
identification, school and class identification, age and sex, place 
of birth, religion, the learners' mother tongue(s) and the national 
languages they can speak, the number of years of French and English 
" . '." ", ~" 
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study completed at the moment the learners filled out the questionnaire, 
etc (cf Questionnaire One in Appendix I). 
(a) The learners' identification 
The learners' identification includes the learners' names 
and, more importantly, their status: whether they are day or boarding 
school pupils or have a 'gong unique' (i.e. one session a day, either 
in the morning or in the afternoon) or a double session (i.e. morning 
and afternoon). This gives us a clue as to the type of school the 
learners go to and leads us to the next subsection. The type of 
school the learners go to is particularly important as afternoon 
learners might always be tired before school, and this would affect 
their learning. 
(b) School identification 
This subsection involves the school name, but more importantly 
the type of administration to which it belongs. Whether the school 
is administered by a religious group or by the state is an important 
detail in the Zairean education system for reasons related to the 
history of schooling and the system of education (cf 0.1.2 and/or 
, 
Lubasa 1982: Ch 1; Kita 1982; Masiala 1981; Hull 1979; George 1966; 
Sloan 1962). 
(c) Class identification 
This is mainly concerned with class level (first to sixth 
year of schooling), the option, and the section the learners attend. 
The latter are in fact related to the subjects taught to the learners. 
Whether a learner is in the fifth or sixth year of secondary school might 
not make much difference as far as their motivation and their ability 
to cope with difficult situations are concerned. But the matter 
is different when it comes to their options and sections or subject 
course of study. 
(d) Age and Sex 
Motivation and Perseverance vary, according to the learners' 
age and sex (cf Lubasa 1983 or 1984:36). 
(e) Birthplace 
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This variable is thought to be important because the history 
of the teaching system established two types of schools: one for 
rural people, the other for urban people; and two categories, day 
and boarding schools. Boarding schools are thought to be better 
equipped and even organised than day schools. The point about asking 
the learners' place of birth is that, although the distinction between 
rural and urban schools is not so obvious nowadays, those who attend 
them are nevertheless aware of their urban, provincial or rural origins 
and this awareness is reflected in everything the learners do in 
or outside the classroom. Birthplace is also an indication of the 
learners' range of mobility in space. 
(f) Religion 
The learners' religion has an influence on their behaviour 
in general but also on their motives for learning English in particular. 
A committed Protestant for instance will be inclined to learn more 
English than a Muslim, as most Prostestant missionaries are anglophones 
or have anglophone background. Although the Muslim learner will 
still learn English, the Protestant learners might not want or feel 
the urgency to learn any Arabic for instance. 
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(g) Permanent Residence 
Many Zairean students do not study in their home areas as 
schools are not a commonplace everywhere in the country. After primary 
school (which often is in the learners' home area), most children 
who go to secondary school leave their homes either for a boarding 
school (generally located in the province or a rural area) or for 
a day school in a town where the learners either have relatives to 
stay with, or rent a bedsit (a small room) (cf Lubasa 1982:91). 
This movement exposes the learners to more languages and has an effect 
on their attitude to other peoples and their languages. 
The information about the learners' permanent residence 
is indicative of the learners' mobility within their own society 
and serves as a cross-check about the languages they speak. This 
mobility has some influence on the learners' motivation and perseverance, 
if only external, societal, or attitudinal (See also Chapter 4). 
(h) Languages 
This subsection consists of three further subdivision: 
(a) the languages spoken by the learners including the mother tongue(s); 
(b) the number of years spent on formal learning of French and English; 
and (c) self evaluation of the competence in understanding, speaking, 
reading, and writing the languages spoken. 
Information about the local languages the resondents use 
is informative about their attitude towards the other local, national 
and other languages, English included. The number of years the respon-
dents have been learning French together with their self-evaluation 
gives us a clue about the learners' aptitude and, more importantly, 
":" , ' - ~.-
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about their attitude towards learning it. The information is indicative 
of the learners' pre-disposition to persevere. The information about 
the number of years spent on learning English along with the self-
evaluation confirms or disproves the pOint about the learners' persev-
erance and the learning of other languages. Self-evaluation of language 
competence is particularly informative of the level of understanding 
to expect of the learners in dealing with the questionnaire, i.e. 
how reliable their responses are in view of their competence in 
French. This is double checked in their linguistic profile (cf 3.1.1.2). 
Most importantly the responden ts wishing to improve their competence 
in English are expected to rate themselves more fuvourably than others 
with regard to the four language skills; which is an indication of 
positive attitudes and motivation for further learning (Murchu 1984:145). 
(i) Family Status 
Whether the family is monogamous or polygamous has some 
bearing on the learner. Although there is no evidence about it in 
connection with language learning, this questionnaire might prove 
or disprove the point. 
(j ) 
, 
Parents' Level of Education and Religion 
In as much as parents influence their children (cf Gardner 
1979, 1981) checking what is fundamental in parents, i.e. their 
education and their faith, is essential. 
3.1.1.2 The Learners' Linguistic Profile 
This section aims to establish the degree of multilingualism 
of the learners since this is liable to afffect their attitudes, 
motivation and perseverance. It consists of six questions: Questions 
One to Si; (cf Appendix I,i) 
(a) Question One (Variables 32-45) 
This question has thirteen variables concerned with under-
standing, speaking, reading and writing the mother-tongue(s), the 
national languages and a few other European languages among which 
are French and English. It is intended to establish the degree of 
the learners' multilingualism and possible multiculturalism. 
(b) Questions Two and Three (Variables 46-7) 
Question Two collects information about the respondents' 
origins (rural or urban) and is in a sense a cross-check of the 
information about their permanent residence (ef 3.1.1.1, g), while 
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it informs us along with QUestion Three about the learners' familial 
background. Question Three is mainly related to the fathers' occupation, 
and tells us along with Question Two, the type of social background 
the learners come from (ef Bernstein, 1965, 1970, 1977). 
(c) Questions Four and Five (Variables 48-56/57-66) 
Questions Four and Five are concerned with the respondents' 
abilities to use the mother tongue(s) and/or the national or local 
languages and the foreign languages at home (Question Four) and outside 
home with friends (Question Five). Question Four is constituted 
by nine items (variables 48 to 56) and Question Five by ten items 
(variables 57 to 66). The intention in using these questions is to 
identify the domains for/in which the respondents use the specific languages 
they know, and the skills and mediums they use when theyspeak the languages 
in question. They are cross-checks of~the learners' degree of multilingualism. 
(d) QUestion Si~ (Variables 67-72) 
Question Six consists of six variables and aims to identify 
the learners' domains of oral language use outside home settings. 
184 
It is like Questions Four and Five, a cross-check of the learners' 
language profile. 
3.1.1.3 Section Three: Motivation and Perseverance Assessment 
3.1.1.3.0 Introduction 
This section is mainly after Gardner et aI's AMTB and 
is adapted to measure Motivation and Perseverance. It consists of 
eight scales or subscales: (a) Attitude and Interest; (b) FL Course 
Anxiety; (c) Learning experience/strategies; (d) Learning purposes; 
(e) Motives; (f) Readiness/Willingness scale; (g) Achievement and 
Perseverance; and (h) the Activity-Enjoyment and Incentive scale. 
They are contained in four interrelated indices. These are 
'Motivation Conditioning', (b) the Motivation Index, (c) the Persev-
erance Index, and (d) the Activity-Enjoyment and Incentive Index. 
They are so interrelated that some scales could just as easily be 
included in two or more indices. The learning purpose scale is an 
example. The items of each scale are randomly dispersed throughout 
the section to avoid 'set'. The summary or outline of the questionnaire 
(cf 3.1.1.6) shows how this has been done. 
, 
Learning purposes are considered as conditions for motivation 
to occur. However, they could well be used to measure the learners' 
motives for learning and therefore appear under the 'Motivation Index'. 
Similarly, the items under the 'Perseverance Index' could well make 
sense as measures of 'Motivation Conditioning'. The decision about 
which scale goes into which index is a matter of choice based on 
predominance of the content of the scale. If the content of the 
scale is predominantly about Motivation (in the Learning-purposes 
Scale instance), then the scale goes into the Motivation Index, if 
not then it remains in the 'Motivation Conditioning Index'. 
In this questionnaire the learning purpose scale accounts 
for reasons why learners learn or want English but it does nut tell 
HiS 
us whether these are the actual reasons why they are currently learning. 
The point here is: if learning purposes turn out to be the actual 
reasons and therefore the motives for current learning then they 
can measure Motivation, otherwise they are only purposes for concurrent 
learning and can only measure the conditions for Motivation to occur. 
This is, in our opinion, what misleads those who talk of Motivation 
in terms of instrumental and integrative orientations, as the AMTB 
by Gardner et al (1979) suggests. 
3.1.1.3.1 Motivation Conditioning 
This index is made of four scales consisting of a varied 
number of items which can further be distinguished. The four scales 
are (a) Attitude and Interest, with five subscales themselves further 
subdivided, (b) OL course anxiety. (c) Learning experience or strategies 
(past and present). and (d) learning purposes. Below is a detailed 
account of them. 
(a) Attitude and Interest scale 
This scale is made of four subscales each with further sub-
diVisions: 
1. Attitude and/or interest in Foreign Languages 
This scale consists of six items subdivided into two 
groups as 'general' (items 8. 30. 48) and 'English versus 
French (items 25. 42 and 51) where English is worded 
positively except in item 51. 
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2. Attitude and/or Interest in English and learning English 
This subsca1e consists of three subdivisions containing 
a different number of items. The first subdivision, 
Interest in English, contains five items (items 20, 
24, 35, 47 and 70) of which one (item 70) is negatively 
worded. Items 24 and 47 refer to ,. reasons for the 
. interest (reading journals written in English and 
listening to English broadcasting for item 24, and 
curiosity for item 47) while the others do not. The 
second subdivision of the subsca1e refers to the learners' 
attitude towards English lessons (or learning situation) 
and contains two items (items 43 and 46) negatively 
expressed. The third is concerned with Attitudes/interest 
in learning English and consists of nine items (items 
11, 19, 28, 34, 40, 57, 61, 64, 67). Among them, five 
are worded negatively and have therefore to have their 
Scores reflected in order to calculate the total score 
related to the subdivision (ef Gardner et a1 1979:7 
for details about reflection). 
3. ' Attitude and/or Interest in Zairean Languages 
The intention here is to measure the ethnocentricity 
of Zairean learners and the value they ascribe to foreign 
languages. This would serve as an indication of the 
status of the foreign languages and local languages 
involved in Zairean society. Subdivision one of the 
scale concerns itself with this pOint. Four of its 
five items are positively worded for Zairean languages 
and negatively for the foreign ones. These are items 
,. ~ . 
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7, 13, 60 and 66. Item 84 is neutral in that it asks 
learners to allocate values of importance to those languages 
they think are most useful for the development of Zairean 
society. The second subdivision deals with the attitude 
towards the Zaire an languages for national use (items 
16 and 36) and includes five preferential items (items 
26, 33, 45, 53 and 59) questioning the learners' inclination 
for the four national languages and French, thus linking 
up with subdivision one especially with item 84. 
4. Attitude towards Peoples 
This subscale is meant to check attitudes and some opinions 
people hold of Africans, Americans, Anglophones in general 
and Europeans. The attitude towards other people and peoples 
may affect Motivation and this is explicitly investigated 
through item 18 concerned with the relationship between 
attitude towards the Americans and the British and the desire 
to learn their language. 
The 8ubscale contains six items gathered into three subgroups: 
(a) Attitude towards African Anglophones (item 31 supplemented 
by item 17 belonging to the 'Motive for learning 8cale'), 
(b) Attitude towards Americans and Europeans (items 15, 21 
and 69, where 15 and 21 are negatively worded and item 69 
discriminates between the Americans and the Europeans), 
(c) Attitudes towards Anglophones in general and the American 
and the British in particular (items 18 and 68, where item 
18 considers the learners' desire to learn English based 
on the attitude towards the anglophones). 
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(b) OL Course Anxiety 
This is a four-item scale (items 12, 23, 41 and 50) intended 
to measure the subjects' degrees of comfort or discomfort while 
participating in the English class with the minimum score (4) reflecting 
minimum comfort and score 20 reflecting minimum discomfort, i.e. 
maximum comfort (cf Gardner et al (1979) Appendix 1). 
(c) Learning Experience and Strategies (Learning-Past experience) 
This is a three-item scale (items 10, 56 and 63) intended 
to measure reference to previous learning and/or language experience 
in terms of strategies (for communication or otherwise). The maximum 
score (score 15) reflects minimum reliance on previous experience. 
The response here is cross-checked with the multiple choice item 
73. 
(d) Purpose for Learning 
Here we are confronted with the problem of deciding which 
items to consider, which not, and why, since learning purposes, 
it was said earlier (cf 3.1.1.3.0) can well make sense as a measure 
of Motivation understood as a process, facilitated by the learners' 
, 
readiness and willingness to act, whereby the learners subscribe 
to one or more purposes and ascribe meaning to an action. In this 
case learning purposes must be the motives for learning and belong 
ipso facto to the Motivation index. 
Gardner et aI's instrument would use items 9, 14, 17, 22, 
27, 32, 36, 39, 44, 49, 54 and 58 to measure or assess Motivation 
orientation I i.e. integrativeness or instrumentality. It so happens 
that items 9, 17, 36 and 54 are presented in such a way that it questions 
the actual i th ti f th 
__ ~~ reasons, .e. e mo ves, or e 
, 
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current learning of English. The other eight items are presented 
in a way which focusses on the purpose rather than the actual motive. 
The reason they all appear under the same scale is, I guess, that 
they are mutually interchangeable: the motives can be worded in a 
way which denotes purposes and vice versa. We are then open to two 
possibilities: either to compute the twelve items as items of the 
'learning purpose subscale' twice (once under Motivation Conditioning 
and once under the motivation index) to minimise any effect of the 
Gardner et aI's instrument, or to use an alternative assessment where 
items 9, 17, 36 and 54 would account for the Motivation Index and 
the remaining for the Motivation Conditioning. In this case the 
motives for learning would double-check the purposes for learning 
and substantiate (at least partly) our definition of Motivation. 
This thesis opts for the alternative. 
With the alternative, learning purposes will consist of 
eight items (items 14, 22, 27, 32, 39, 44, 49 and 58) set to assess 
the learners' Motivation Orientation a la Lambert and Gardner. Not 
because we accept the integrative-instrumental distinction which 
makes sense in the Canadian or similar context, but for need of an 
operative f~ame of reference, since some students might not be 
integrative1y or instrumenta11y o~iented. Furthermore, integrativeness 
is instrumental in that the learners use English or their knowledge 
of English as an instrument for their integration in an English speaking 
community. Therefore, the contrast integrative-instrumental is 
irrelevant here though the concepts of integrativeness and instru-
mentality are accepted and regarded as different degrees of 
instrumentality if not as instrumental orientations of different 
natures as the distribution of the items of the Learning Purpose 
~'.: . 
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sUbscale' tend to show. Among the eight items mentioned above, three 
(items 27, 32 and 44) are designed to measure the Integrative Orient-
ation of the learners; two (items 14 and 49) are designed to measure 
their Instrumental Orientation. One of the questions (item 58) is 
both integrative and instrumental in content and therefore measures 
both orientations. Items 22 and 29 are neither instrumental nor 
integrative, or rather cannot be rated in terms of integrativeness 
and instrumentality. They can, however, be instrumental in the sense 
pointed out above with respect to the concept of integrativeness, 
that the learners use English or their knowledge of English for a 
purpose. In the case of items 22 and 29 the purpose is related to 
Prestige in SOCiety and some sort of self-prestige and satisfaction, 
a sense of egocentrism. In this sense items 22 and 29, along with 
items 44 and 58 measure aspects of the subjects' personalities. 
Thus the alternative 'learning purpose scale' not only assesses the 
learners' Motivation Orientation but also aspects of their personality. 
This argument suggests that 'Integrativeness' as a concept is an 
affect-based type of Instrumental Orientation and 'instrumentality' 
~ la Lambert and Gardner is the social or societal-based type of 
Instrumental Orientation thus supporting the hypothesis that 'Integra-
, 
tiveness' and 'Instrumentality' are Instrumental Orientations of 
different natures, or, to avoid the word 'instrument', they are 
utilitarian orientations of different natures. 
The sum total of this scale along with the sums of the other 
scales described above provide an estimate of the learners' conditions 
which are likely to influence his Motivation and serve as the 'deep-
structure' of their Motivation and Perseverance. 
3.1.1.3.2 Motivation Index 
This index is obtained with the sum of two scales related 
to the three components of Motivation suggested in our conceptual 
framework and defined in connection with it. The scales are: the 
Motive Scale and the 'Readiness-Willingness Scale'. 
(a) Motive Scale 
The motive scale has been described above and consists of 
four items (items 9, 17, 36 and 54) intended to see how 'personal' 
or 'impersonal' the learners' motives are. That is, how internal 
or external his motives are. The internal or personal motives are 
those which are directly affected by the learners' affect whereas 
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the external or impersonal motives are mainly societal. This distinction 
is parallel to the distinction drawn above between the concepts of 
integrativeness (internal or personal) and instrumentality (external 
or impersonal). It goes without saying that a motive can be both 
internal and external. All of these are what the motive scale attempts 
to measure. 
(b) Readiness/Willingness Scale 
Like Gardner et aI's Motivational Intensity scale (after 
which the present scale is designed) the Readiness-Willingness scale 
consists of multiple choice items. They ar~ twelve in number designed 
not "to measure the intensity of a· student's Motivation to learn ... ' 
(Gardner et al 1979: Appendix 1) but rather to measure the amount 
of readiness or preparedness and volition or willingness put into 
classroom work for learning purposes. These can be interpreted in 
terms of the "effort being spent in acquiring the language" (loc 
cit) as Gardner et a1 do. But this cannot reduce the impact of volition 
and the learner's predisposition to produce the effort in question. 
....... •. .l.":'. 
" :', ~ .. 
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Readiness and Willingness can well stand as separate scales. 
The decision to keep them together in only one scale comes from the 
fact~at these two components are closely related and that the items 
that the scale includes reflect both components. We would suggest, 
however, that items 72, 74, 75, 77 and 82 are more related to the 
readiness aspect of the scale and that items 71, 76, 78, 80 and 81 
are more related to the willingness aspect of the scale. High scores 
in each of these subscales would suggest a smaller chance that the 
learners will get positive incentives from their classroom work and 
persevere. 
3.1.1.3.3 Perseverance Index 
This index consists of four items (29, 37. 52 and 55) of 
which two (items 29 and 37) are negatively worded. A low score in 
this index reflects the learners' tendency or readiness and willingness 
to struggle with tasks until they succeed. A high score then will 
reflect the fragility of their readiness and willingness to struggle 
and reveal the degree of likelihood that the learners will drop out. 
The index is double-checked with item 77 of the Readiness-Willingness 
scale and item 83 of the 'Activity-Enjoyment (and Incentive) Index'. 
3.1.1.3.4 Activity-Enjoyment (and Incentive) Index 
This index consists of two straight forward statements (items 
62 and 65) and a multiple choice item (item 83). It measures 
'Activity-Enjoyment' and 'Incentive' - related to Motivation and 
Perseverance. In other words. it is a measure of Motivation and 
Perseverance on the basis on the incentive subsequently from the 
enjoyment of learning. activities. Scores Three or Four here suggest 
that the learning activities produce positive incentive and sustain 
Perseverance. Higher scores, therefore, suggest that the activities 
kill the learners' motivation (i.e. they provide no, or negative 
incentive which subsequently kills the learners' motivation) and 
subsequent perseverance. 
The sum total o~ the ~our indices described here provide 
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an estimate of the learners' Motivation and Perseverance as relevant 
at the moment of data collection. 
3.1.1.4 Section IV: Learners' Wishes and Desires 
This section consists of three parts all related to aspects 
of the classroom. The first concerns learning aims and objectives, 
the second deals with approaches to the aims and objectives, and 
the third with the teacher as a helper or facilitator of learning. 
3.1.1.4.1 Desired Abilities and Activities 
The first and second parts of Section IV are in effect 
aspects of the same index. The first part measures the skills or 
abilities the learners wish to develop and Part Two assesses the 
means whereby the learners expect to reach the skills and/or abilities. 
In this sense these two parts are two scales of the same index that 
we would like to name 'Course Orientation Index' or just 'Desired 
Abilities and Activities' The Course Orientation Index thus consists 
of two scales: (a) DeSired Skills and/or Abilities (items 85-96) 
and (b) DeSired Learning Activities and/or Devices (items 97-114). 
(a) Desired Skills and/or Abilities 
This scale is made up of twelve items one of which (item 
96) is open-ended for the learners to enter any of the skills and/or 
abilities they wished to work for that are not mentioned in the scale. 
Subscales of this scale are: 
1. Everyday use of language in speaking and understanding 
spoken language, reading and/or writing: items 85, 92, 
94 and 95. 
2. Use of English for specific purposes in speaking and 
understanding spoken language, reading and/or writing: 
items 86, 87 and 93) 
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3. Educational use of English: for cultural and/or literary 
purposes: items 88, 89, 90 and 91. 
The scores of the open-ended entry of the scale are added to the above 
relevant Subscales and the sum total of each subscale tells us about 
the orientation or the aims and objectives of the learners in terms 
of the skills and abilities aimed at. 
(b) Desired Activities and/or Devices 
This scale consists of seventeen items (items 97-113) grouped 
into four subscales and an open-ended item (item 114) of which scores 
are entered'in the relevant subscale. The subscales are: 
(i) Study of language for communication (either everyday 
or specific): "items 97, lOO, 103, 106, 110 and 112; 
(ii) Study of language as a system: items 98, 99, and 
107; 
(iii) Learning-strategy development or free individual 
and group work: items 101, 102, 104, lOS, 109 and 
113; 
195 
(iv) Organisation/administrative changes: items 108 and 
111. 
The sum total of each of these subscales tells us about the learners' 
orientation in terms of necessary or required devices and/or activities 
to reach the aims and objectives striven for. The index itself is 
in addition indicative of the Zairean learners' concept of learning. 
3.1.1.4.2 The Ideal Teacher of English 
This scale has got two parts, an appreciative and a selective 
part. The appreciative consists of seventeen items (items 115-31) 
grouped into five subscales and five open items (items 132-6) for 
the learners to complete at will. The learners' scores on the added 
items are eventually entered in the appropriate scale to provide 
the image learners have of teachers. The scale on the whole is an 
assessment of the Zairean learners' concept of teaching. 
The subscales of the first part are: 
(a) Teacher's Linguistic/Communicative Competence: items 
115 and 116; 
(b) Teacher-Learner and Learner-Learner Relationship: items 
117, 118, 119; 
(c) Course Management: items 120-22 
(d) Course Content: items 123-26 
(e) Methodology: items 127-31 
Part Two of the scale allows the learners to select among 
their responses in Part One, five items which, according to them, 
are essential for a good language teacher and five others of those 
\ 
they regard as less important, i.e. the first five and the last five 
/ 
in importance. Part Two together with the scores of Part One give 
us a clue to the sort of things learners expect teachers to do to 
feel comfortable (a prerequisite for Motivation) and involved (a 
prerequisite for Perseverance). These are classroom and individual 
conditions necessary for Activity-Enjoyment to occur and serve as 
an incentive, and for Motivation and Perseverance to be sustained 
and increased. 
3.1.1.5 Section Five 
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Section Five of this questionnaire is meant to assess learners 
attitudes towards the learning situation especially the course, the 
coursebook and the teacher. It is in effect a double-check of the 
learners' orientation and image of the ideal teacher of English 
considered in the index just above. The section closes with a question 
on the qualities of an ideal learner or pupil aimed at collecting 
the ideas learners have of themselves to serve as a further clue 
to their concept of learning. 
3.1.1.6 OUTLINE OF THE LEARNERS' QUESTIONNAIRE 
SECTION ONE~ Personal details 
1.1 Respondents' identification 
Name (or case number) 
Status: day or boarding school; morning or double sessions 
1.2 School identification 
School name 
Type of school 
1.3 Class identification 
Section •• Option ..• Level or grade 
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1.4 Age and Sex 
1.5 Birthplace 
1.6 Religion 
1.7 Permanent Residence 
1.8 Languages 
Languages used by the respondents 
Previous/past experience of formal learning (instruction) 
of other languages, expressed in terms of length or 
duration of instruction (of French and English) 
Competence self-evaluation 
1.9 Family status 
1.10 Parents' Religion and Education 
Fathers' education 
Mothers' education 
Religion 
SECTION TWO: Learners' (or respondents') linguistic profile 
2.1 
2.2 
Multi-lingualism/culturalism Index (variables 32-45) 
Respondents' socio-cultural (or familial) background (Q's 2 and 3) 
Domains of language use (Q's 4 to 6, i.e. variables 48-72) 
Home (Q 4) 
Outside home settings, with friends etc (Q5) 
Spoken medium (Q6) 
SECTION THREE: Motivation and Perseverance (Items 7-84) 
3.1 Motivation Conditions 
Attitude and Interest in: 
(a) other languages (general): items 8, 30, 48 
3.2 
(b) English vs Frpnch: items 25, 42, 51 
(c) English: items 20, 24, 35, 47, 70 
(English lessons: items 43, 46 
(learning English: items 11, 19, 28, 34, 40, 57, 
61, 64, 67, 79 
(d) Zaire an llinguages vs Foreign/European languages: 
items 7, 13, 60, 66, 84 
Zaire an languages and the Nation: items 16, 26, 
33, 38, 45, 53, 59 
(e) Peoples: Anglophone Africans: item 31 
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Anglophones (in general), and the Americans 
and the British (in particular): item 68 
Americans and/or Europeans: items 15, 21 
American vs European: item 69 
Attitudes towards the Americans and 
British and desire to learn their language: 
item 18 
OL Anxiety; items 12, 23, 41, 50 
Learning Experience/Strategy: items 10, 56, 63, 73 
Learning purpose: items 14, 22, 27, 32, 39, 44, 49, 58 
Motivation Index 
Motive scale: items 9, 17, 36, 54 
Readiness-Willingness scale: 
Readiness: items 72, 74, 75, 77, 82 
'Willingness: items 71, 76, 78, 80, 81 
3.3 Perseverance Index 
Items 29, 37, 52, 55 
3.4 Activity-Enjoyment 
Items 62, 65, 83 
SECTION FOUR: Learners' wishes and desires 
4.1 Desired abilities and activities or course orientation 
Desired skills and abilities: 
- Everyday use of English: items 85, 92, 94, 95 
- Use of English for specific purposes: items 86, 87,93 
- Educational use of English (for cultural and literary 
purposes): items 88,89,90,91 
Desired activities and/or devices: 
- Study of language through use or interaction: items 
97, 100, 103, 106, 110, 112 
- Study of language as a system: items 98, 99, 107 
- Learning-strategy development or free individual 
and group work: items 101, 102, 104, 105, 109, 113 
- Organisational/administrative change: items 108, 111 
199 
4.2 The learners' image or concept of the ideal teacher of English 
or other languages: 
Teacher's linguistic (and communicative) competence: 
items 115, 116, 
- Teacher-learner and learner-learner relationships: items 
117, 118, 119 
- Course management: items 120-122 
- Course content: items 123-126 
- ,Methodology: items 127-131 
SECTION FIVE; Learners' attitudes towards the learning situation 
5.1 The English Course 
5.2 The Teacher of English 
5.3 The English Textbook 
5.4 The Learners' Image of the Ideal Learner 
.' 
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3.1.2 Questionnaire Two: Parents and Teachers' Questionnaire 
This questionnaire, unlike the learners' questionnaire which 
investigates the learners' Motivation and Perseverance, is intended 
to collect data for a better understanding or interpretation of Zaire an 
psychology in language matters, i.e. the Zaireans' concept of language 
learning and their attitude towards learning foreign languages and 
towards their own languages and learning them to support or as a 
support for learners' attitudes and interests in foreign and their 
own languages, and in learning them. This is a test of the idea 
that the social milieu influences the learners' affect and that Motivation 
and Perseverance are culture-bound. 
The questionnaire contains six sections: (a) personal details, 
(b) the ideal learner, (c) the concept of learning and teaching foreign 
languages, (d) attitudes towards learning and teaching so-called 
national languages (e) national and other languages evaluation, and 
(f) the ideal teacher. 
3.1.2.1 Section One: Personal Details 
This section is intended to collect such information about 
the respondents as their identity, age and sex, the languages they 
speak and a self evaluation of their mastery of each of them (item 
16), their religion and education or training, their occupation and 
sector of work (pUblic or private), their marital status and number 
of children, their parents' religion and education; that is, as much 
information that can influence the respondents' perception and 
interpretation of the reality of the society in which they live and/or 
the world about them. These interpretations and perceptions are 
reflected one way or the other in society and/or are taken over by 
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younger people in the course of their integration into society. 
They are thus passed on to younger generations from the older generation. 
3.1.2.2 Section Two: The ideal learner 
This section is a twenty-two item scale presented in three 
stages and different ways. The first fifteen items are gathered 
into five subsca1es. These are (a) Personal effort (items 17, 21, 
23, 24 and 31); (b) Pragmatic cognition and intelligence (items 18, 
22, 27); (c) Rote-memory (item 19); (d) Language aptitude (items 
20, 26 and 29); and (e) Interest in the other language and its culture 
(items 28 and 30). As the brackets show the items are randomly distributed 
in the scale to avoid set, i.e. to avoid influencing the respondents' 
opinion. The next five items (items 32-36), which constitute the 
second stage, are left open for the respondents to fill in and score 
or rate. The responses and their scores are added to the relevant 
subscales (subscale (a) to subscale (e) above to assess the respondents' 
concept of a good language learner and, by extension, of language 
learning. The last two items, the last stage and scale, request 
the respondents to select the five qualities they think essential 
for an ideal learner and five others they think to be the least 
important. ' This information along with the scores of the previous 
information of the scale tells us by extension about what it is thought 
language learning is. 
3.1.2.3 Section Three: the concept of OL learning and teaching 
As the heading shows, the section consists of measures of 
two things: the concept of other-language learning (or learning 
languages other than. one's own) and the concept of other-language 
teaching (or teaching languages for speakers of other languages). 
.. l •• ·. 
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3.1.2.3.1 Learning languages other than one's own 
This is a nine-item scale (items 39-47) with an additional 
open-ended item (item 48) designed to assess the respondents' under-
standing or concepts ~ learning languages other than their own. 
The nine items are divided into four subscales which are; (a) Study 
of language as a system and its literature (items 39 and 40); 
(b) Use of the target language for the study of language for communi-
cation (items 41, 42 and 43); (c) Development of communication strategies 
(items 44, 45 and 47); and (d) Learning by rote (item 46). Two of 
the scales (scales (a) and (d~ are based and consequently focus on 
a widely spread vision of language learning in Zairean schools to 
judge from the way languages are taught (cf 3.2.1.2) and from recently 
produced textbooks for teaching the four national-regional languages, 
i.e. Ciluba, Kikongo, Kiswahili and Lingala by Kadima, Nsuka, Bwantsa, 
Kitewo, and Mbula of the 'Institut P€dagogique National' (IPN), one 
of the nation-wide teacher-training Institutions. The other two 
(scales (b) and (c~ are basically related to current approaches to 
LT and correspond (or so it seems) to the view society holds of learning 
other people's languages. In focussing on these somewhat contrasting 
views it is hoped that the scale will point at the generally accepted 
, 
view of foreign-language learning in the Zaire an context. 
The score(s) of the open-ended question are added to the 
relevant category or categories and the sum total of each subscale 
reflects the different orientations in the respondents' concept of 
learning other languages. 
203 
3.1.2.3.2 Teaching languages for speakers of other languages 
This is a six-item scale followed by an evaluation of modern 
and traditional education, and the evaluation of ELT in Zaire. The 
scale itself has got three subscales,; (a) Provision of language 
as systematic input (items 49 and 51) related to subseales (a) and 
(d) in the scale above (i.e. learning languages other than one's 
own); (b) Use of the target language for teaching language use and 
usage (items 50 and 52); and (c) Strategies for learning and communication 
in the other language (items 53 and 54). 
Whereas subscale (a) above relates to subseales (a) and 
(d) in the OL learning scale (ef 3.1.2.3.1), subscales (b) and (c) 
here similarly relate to (b) and (c) in the OL learning scale. 
The scores for the open-en'ded question (item 55) are added 
to the relevant subscales and the sum total of each subscale reflects 
the tendency of the respondents with respect to the concept of teaching 
languages for speakers of other languages. 
The evaluation of Modern and Traditional education is an 
open-ended question (cf item 56). The teaching of English is evaluated 
in two four-point-scale items (items 57 and 59). The respondents 
are then led to justify their responses (items 58 and 60). The 
information under these measures is intended to assess people's feeling 
about ELT and the impact of schooling or 'Modern Education'. 
3.1.2.4 Section Four: Attitudes towards the teaching and learning 
of Zairean languages 
This section consists of six items. Three of them are five-
POint scales each followed by a justification request item. A minimum 
,. 
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score of three on the five-point scales reflects a very favourable 
attitude towards the idea of using Zairean or national languages 
. in schools. The maximum of fifteen reflects a totally negative attitude. 
3.1.2.5 Section Five: National and foreign language evaluation 
This section is mainly concerned with and measures the 
respondents' attitudes towards their own Mother tongue and the four 
Zairean languages regarded as national together with their attitude 
towards a few other languages among which are English and French. 
It is a five-point scale which informs us about the prestige each 
language enjoys in Zairean society, and is followed by a justification 
request item. 
3.1.2.6 Section six: the ideal teacher 
This section consists of two subsections or scales. Scale 
One is a short description of the 'ideal teacher' in general as 
imagined by the respondents. An 'ideal teacher' in effect is an 
illusion but it is good to know how people imagine him or her. Scale 
Two consists of three stages parallel to those in Section Two, the 
'ideal learner' (cf 3.1.2.2). In the first stage the subjects are 
, 
asked to score sixteen items gathered into five subscales, namely: 
(a) the teacher's linguistic/communicative competence (item 70); 
(b) teacher-learner and learner-learner relationships (items 72, 
73 and ~; (c) course content (items 71, 75, 79 and 81); 
(d) methodology (items 76,80, 82, 83, ~ and ~ ); and (e) course 
management (items 77 and 78, but also 74, 84 and 85, i.e. the circled 
number above, thus indicating the close relationship between them). 
In the second stage the respondents are asked to add any five qualities 
they think important that have been missed out. In the last stage 
the respondents select what they think to be the first five qualities 
,., .,' .;. 
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and the last five or least important qualities of a good teacher. 
In so doing the respondents give us a clue to what they think a good 
teacher should be and what good other-language teaching should consist 
of. 
3.1.2.7 OUTLINE OF THE PARENTS AND TEACHERS' QUESTIONNAIRE 
SECTION ONE: Personal details 
1.1 Respondents' identification (Question 1 and 2) 
• Name (or case number) 
Category (Parent, administrator, or teacher) 
1.2 Age and Sex (Questions 3 and 4) 
1.3 Languages 
Languages used by the respondents (Question 5 and 6) 
Competence self-evaluation (Question 16) 
1.4 Religion (Question 7) 
1.5 Respondents' education (Question 8 and 9) 
1.6 Occupation (Question 10) 
1.7 Sector (Question 11) 
1.8 Marital Status (Question 12) 
1.9 Number of children (Question 13) 
1.10 Parents' Religion and Education 
• Religion (Question 14) 
• Father's education 
• Mother's education 
(Question 15) 
SECTION TWO: The Ideal learner 
Personal effort: items 17, 21, 23, 24 and 31 
Pragmatic cognition and intelligence: items 18, 22 and 
27 
Learning by rote: item 19 
Language aptitude: items 20, 26 and 29 
Interest in the other language and its culture: items 
28 and 30 
SECTION THREE: The concept of OL learning and teaching 
3.1 Learning languages other than one's own 
Study of language as a system and its literature: items 
39 and 40 
Use of the target language for the study of language for 
communication: items 41, 42 and 43 
Development of communication strategies: items 44, 45 
and 47 
Learning by rote: item 46 
3.2 Teaching languages for speakers of other languages 
Provision of language as systematic input: items 49 and 
51 
Use of the target language for teaching language use and 
usage: items 50 and 52 
Strategies for learning and communication in the other 
language: items 53 and 54 
3.3 Evaluation of Modern and Traditional Education (item 56) 
3.4 Evaluation of the teaching of English 
(items 57 to 60) 
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SECTION FOUR: Attitudes towards the teaching and learning of Zairean 
languages 
• For or against National Languages as subjects at secondary 
and tertiary levels: items 61 and 62 
• For or against National Languages as elective alongside 
English: items 63 and 64 
• For or against National Languages as compulsory subjects, 
and French and English as elective: items 65 and 66 
SECTION FIVE: National and Foreign Language Evaluation: items 67 and 68 
SECTION SIX: The ideal teacher of English 
6.1 Short description of the 'ideal teacher' by respondents 
6.2 The teacher's linguistic/communicative competence: item 70 
3.1.3 
• Teacher-learner and learner-learner relationships: items 
72, 73 and 74 
• Course content: items 71, 75, 79 and 81 
Methodology: items 76, 80, 82, 83, 84 and 85 
• Course management: items 77 and 78 (but also 74, 84 and 
85) 
Questionnaire Three: Textbook Evaluation 
This questionnaire concerns itself with the evaluation by 
teachers of the textbook they use most frequently to teach English. 
It is made up of two sections: (a) 'Personal Details' which, like 
the other two questionnaires, collects as much information as possible 
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about the respondents, and (b) the evaluation proper. This section 
contains five parts preceded by an introduction in which the procedure 
and the codes are explained and where the teachers indicate the title, 
year of publication and the publisher of the material they most use. 
The five parts in question are: (a) the content; (b) methodology; 
(c) the textbook structure; (d) the teachers' personal views of the 
textbook; and (e) teaching and learning habits, an evaluation and 
description of the way the teachers themselves use the textbook and 
how the learners react or respond to this use of the textbook. 
3.1.3.1 The content 
The content assessment is done in terms of topics, grammar, 
vocabulary and skills, i.e. speech, reading and writing. Low scores 
reflect positive evaluation whereas higher scores reflect negative 
evaluation. 
3.1.3.2 Methodology 
Methodology is assessed in terms of learning processes, 
learning tasks or activities, activity management, and flexibility. 
Again low scores reflect positive evaluation, higher scores, negative 
evaluation. 
3.1.3.3 The structure of the textbook 
This is an eight item scale where score eight reflects a 
very positive opinion of the structure of the textbook. 
3.1.3.4 Teachers' personal views of the textbook 
This part consists of an open-end item asking the teachers 
to gloss any positive or negative point related to the textbook. 
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3.1.3.5 Teaching and learning habits 
This part consists of three questions (items 63-65), two 
open-ended (items 63 and 65) and one yes/no question (item 64). 
Question 63 asks for a description of the way the teachers use their 
coursebook and the type of reactions or responses they expect from 
their pupils. Question 64 checks whether the learners conform to 
the teachers' expectations. In the event they do not, the teachers 
are required to express their impressions or experience of how they 
think pupils learn or use the textbook. This information together 
with the one obtained from item 63 reflect some of the teaching and 
learning habits double-checked with 'classroom observation' (cf 
3.1.6 for its description and 3.2.1.2 for the description of the 
actual visits or observation). 
3.1.4 The interview 
3.1.4.1 Introduction 
The interview was designed in a way which allowed the collection 
of the same baSic information as the questionnaires put together, 
in a relatively flexible manner following the respondents' lead. 
The chart below (Fig 3.1) reflects the nature and the content of 
the interviews and the arrows in it reflect its degree of flexibility, 
the alternative routes being shown by broken arrows. 
The interviews consist of two parts; (a) the interview proper; 
and (b) the r~ndents' personal details concerned, as with the 
questionnaires, with the information about the respondents themselves. 
The interview proper has got two subdivisions: (a) a part which is 
common to all interviewees; and (b) a second part discriminating 
between teachers and the other interviewees. 
/ 
/ 
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Fig.3.l: PARENTS, LEARNERS, TEACHERS AND ADMINISTI~TORS INTERVIEW FLOW-CHART 
GREETINGS & INTRODUCTION OF SURVEY 
u 
THE CONCEPT OF THE ITEM ' INTELLECTUAL' 
DEFINITION & DISCUSSION - - -, 
I 
I 
. -J.-. 
EDUCATION &/vs SCHOOLING 
(Similarities &/or differences) 
I 
'v I RELEVANCE (of the structures, aims & I 
objectives) OF THE PRESENT SYSTEM OF I I" EDUCATION I 
1"1\ 
I I I 
'" , 
I ~ TRADITIONAL EDUCATION & SCHOOLING 
I 
L __ __ :.. (Advantages and disadvantages) 
I 
l 
LANGUAGE, LITERATURE AND EDUCATION 
(Their importance in education) 
---------------------------- -----------------------------------------------
TEACHERS PART LEARNERS, PARENTS & 
ADMINISTRATORS PART 
.1 ~ 
ATTITUDES TOWARDS TFL/TEFL ATTITUDES TOWARDS LEARNING 
OR THEIR CHILDREN LEARNING 
ENGLISH OR FLs 
, 1 ~ 
WHY & HOW THEY TEACH ENGLISH WHY, HOW & WHERE TO 
(From official & personal TEACH/LEARN EFL 
viewpoint) 
" WHAT IS IT TO LEARN/TEACH A FL/EFL? ~ Tl 
1 
RESPONDENT'S FEELING ABOUT EFL IN ZAIRE 
COMMENTS & WISHES 
J_ I RESPONDENT'S PERSONAL DETAILS 1 
.!:.egend: ~ = Suggested route 
- - ~ = Alternative route 
/ 
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3.1.4.2 Descriptive explanation of the Interview Chart 
The interview chart is in effect self-explanatory. It starts 
with the greetings and the introduction of the survey and the research 
topic. After the introduction the interviewer proceeds with a first 
set of questions related to the concept of the word 'intellectual' 
as used in 'c'est un intellectuel!' (He is an 'intellectual'). The 
first question can be of a general type like: "what do you understand 
by the word 'intellectual'?" This can lead to a definition or a 
discussion of the concept 'intellectual'. 
Following the respondents' orientation or argument the inter-
viewer can move on to question the re~ance of the present system 
of education. This happens if the respondents touch on aspects of 
education as opposed to schooling in the development of their argument. 
If they do not, then the interviewer takes the alternative route 
indicated in the chart by a broken arrow thus leading to a consideration 
of education and schooling (their similarities and/or differences, 
their value and/or efficacity etc) before questioning the relevance 
of the system of education. 
If it happens that while still discussing aspects of education 
and schooling the interviewee starts talking about traditional and 
modern education or schooling in terms of advantages and disadvantages, 
then the interview moves on to that aspect of the problem, then either 
back to the question of relevance of the teaching system or on to 
the question of language and literature in education. If while 
talking about traditional and modern education the respondent touches 
on aspects of the teaching system, so much the better! Then the 
next step is the business of language and literature in education, 
which leads to the second part of the interview where teachers are 
treated differently from the other respondents. 
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If, on the contrary, the resondent does not contrast traditional 
and modern education or otherwise, then the interview follows the 
projected route shown by a solid arrow, thus moving on to the question 
of the relevance of the school system, and then from there on to 
the contrast between traditional and modern education which then 
leads us to the discussion of language and literature in education. 
a) The Teachers' Part 
If the respondent is a teacher then the inteNiew proceeds 
with the discussion of the respondent's attitudes towards teaching 
other languages in general and ESOL in particular. By ricochet 
questions about learning foreign languages may be asked. From this 
point the interview moves on to the teachers' reasons and perhaps 
motives for teaching English and the way they teach. 
b) The Other Respondents' part 
With other respondents the questions about the respondents' 
attitudes f~cus on learning. The.main points to investigate here 
are the learners' attitudes towards learning English (if the respondent 
is himself a learner of English) and parents and (school) adminis-
trators' attitudes toward their children or pupils learning English. 
This step leads to the next stage where reasons or motives for learning 
English or for English to be taught are asked for along with the 
way and the place where it might be best taught or learned. From 
here the interview moves on to the concluding step where the teachers' 
part and the other respondents' parts join. again to check into the 
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concept of learning and teaching other languages or ESOL, and to 
find out about the respondents' feelings about EFL/ESOL in Zaire. 
This is where comments and wishes are expressed. In fact, the actual 
interview ends here. 
The next stage of the interview is concerned with collecting details 
about the respondents for classification purposes. The information 
to be collected is provided in Appendix Two, and the reasons for 
its collections are the same as those provided earlier for the questionnaires 
with respect to the 'Personal Detail' sections. 
3.1.5 Discussions 
3.1.5.0 Introduction 
Disccusions are either formal (in conferences or colloquia 
and seminars) or informal with friends and colleagues or students/pupils. 
The objective of the discussions was to learn from other people 
(informed or not) while exposing the conceptual framework for challenge. 
Informed or not, most people have an experience of other language 
learning. That experience is as important in language learning 
research as -,are well established 'scientific' findings. 
3.1.5.1 Formal discussions 
Formal discussions consist of two parts: (a) an expose or 
talk followed by (b) some discussion of the kind which occurs in 
coferences and seminars. In three of the formal discussions held 
two in Zaire and one in Britain, the theme or content of the expos€s 
was based on, and discussed the conceptual framework (cf 2.3.3.1). 
In Britain the discussion was held with teachers of English and 
representatives of rel~ed disciplines at the seventeenth IATEFL 
conference in London (April 1983). A summary of the discussion and 
the type of feedback received is available in the IATEFL Newsletter 
No 82 (April 1984:36-38). The other two held in Kinshasa, Zaire, 
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took place in two institutions of higher education: (a) the 'Institut 
P~dagogique National' (IPN), a mixed two-cycle ('graduat' and 'licence') 
Teacher Training College, and (b) the 'Institut Sup~rieur Pedagogique' 
(ISP) of Gombe, teacher training college for girls consisting of 
only one cycle. the 'graduat' cycle. The discussions involved the 
staff and advanced students (third Graduat, first and second Licence 
at IPN, and the second and third Graduats at ISP/Gombe) of the English 
Departments. The feedback obtained from the discussions consolidated 
the framework and are consistent with the hypotheses of the present 
work. 
While the discussions just mentioned focussed on the framework 
and confirmed the hypotheses, the others focussed on a variety of 
other points related to this study and investigated in the questionnaires. 
Among them are the position and/or importance of English in Zaire 
in particular and francophone Africa in general, and the relevance 
of teaching ,materials and prescribed textbooks for English in Zaire. 
The former topic was discussed on two occasions at the Institute 
of Education. once in a colloquium organised by the ESOL Department 
in 1983. and the second time with a group of English teachers from 
a number of francophone African countries on a visit to the Department 
of English for Speakers of Other Languages (ESOL) early in 1984. 
The other topic was also discussed twice. On both occasions the 
discussions involved third-year Graduat-students and their tutors 
at ISP/Gombe and ISP/Mbanza-Ngungu. The discussio~s focussed on 
,- ~., I • t.._ 
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the content of Questionnaire Three, concerned, as it is, with textbook 
evaluation. This particular discussion served as a briefing and 
also as an indication of what could be expected from the teacher-
trainees who filled in the questionnaire and even from the tutors 
themselves. Other similar discussions were held with research colleagues 
and tutors in research seminars either directly (e.g. when research 
progress is reported) or indirectly (i.e. when attending the seminars 
and discussing and making notes of points related to the present 
thesis). 
3.1.5.2 Informal discussions 
These are mainly held with research colleagues and tutors 
in the ESOL Department and in other departments at the Institute 
or elsewhere, within and occasionally outside the University of London 
premises; with teacher-colleagues of English or other subjects in 
Zaire, and anybody interested in the matter like teacher-trainees 
(of English or other subjects), learners of English and ordinary 
people, or parents (in Belgium, Britain, Romania and Zaire). In 
most such discussions interlocutors' opinions and remarks were taken 
note of. With reference to those discussions held in Zaire importance 
was accorded to reports interlocutors made of their own experiences 
about learning English in particular and about learning other languages 
in general. In one care a secondary school learner of English whose 
experience was exciting was asked to write up a report of the details 
he thought were significant in his learning. The report is reproduced 
(with stylistic corrections) in Appendix Three. Other such discussions 
are of the type of those informal discussions which occur at meetings 
like the IATEFL conference or the BAAL annual meetings and seminars 
such as the LTC/ISP in-service seminars in Bas-Zaire, Zaire. 
216 
3.1.6 Classroom visits/observation 
Classroom visits are concerned with the observation of elements 
of classroom life:(a) the use of teaching and/or learning materials; 
(b) methodology and classroom management; and (c) teacher-learner 
and learner-learner relationships and interactions. The intention 
was to identify these three factors in the classroom and investigate 
how they operate and relate to Motivation and Perseverance, and 
to Incentive and Activity-Enjoyment (cf Fig 2.4). 
Classroom viSits/observation should lead to a statement 
of the way teachers and learners operate in Zaire's classrooms and 
about what makes them operate the way they do. In other words, this 
instrument looks into what goes on in the classroom and relates what 
happens in the classroom to reasons or motives. In this sense the 
classroom observation instrument tests the Incentive and Activity-
Enjoyment elements of the conceptual framework. 
The instrument itself can appropriately be described as 
both interactiorull and anthropological as it involves the observation 
and analysis of a set of classroom behaviours related to the use 
of learning'materials, methodology and classroom management, and 
class relationships and interaction, but not based on 'an observational 
system' which would "reduce the stream of classroom behaviour to 
small-scale units suitable for tabulation and computation" (Delamont 
and Hamilton 1976:6). The observation is thus natural and focusses 
on a few aspects of classroom life. Furthermore, the observer does 
not just sit at the back of the classroom and observe but joins in 
the classroom activities as much as possible. The instrument has 
the advantage of benefitting from the author's previous notes and 
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remarks on the observed aspects and others made while teaching in 
one of the schools which has been visited. It so happens that one 
of the observed classes (the sixth form, cf 3.2.1.2.1) had been taught 
at an earlier stage (third form, i.e. first year of English) by the 
author of the present study who also taught during the same period 
of time the sixth form, i.e. the level at which the observed students 
found themselves at the time of investigation. This state of affairs 
provides the instrument with a full anthropological dimension. 
Now that the different empirical instruments have been 
described it is only fair to move on to the description of the admin-
istration of the instruments. To this we turn now. 
3.2 The administration of the instruments 
3.2.0 . Introduction 
The data of this study have been collected in two areas: 
Kinshasa and Mbanza-Ngungu. The former is the capital city of the 
country, and therefore represents the modern urban environment of 
the learners. The latter is rather a country agro-administrative 
, 
town, and is considered as a semi-rural environment. It is multi-
lingual and multi-cultural with Kindibu (a variety or dialect of 
Kikongo) as the dominant language, and a heavy influence from Lingala 
(the dominant language of the capital city) dominated by Kongo cultural 
features. Kinshasa, on the other hand, is a highly multi-lingual 
and multi-cultural environment dominated by Lingala (the major language 
of the city) and features of Kongo Culture. Such is the environment 
in which the instruments have been administered. 
We were able to pilot our main instrument (the learners' 
questionnaire, refered to as 'Questionnaire One') in London among 
the few available Zairean students. These were five in number with 
a variety of educational backgrounds: 
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(a) One of them was a 'gradu~e' in Applied Pedagogy, Bio-
chemistry option, improving her English under the Inner 
London Education Authority (ILEA); 
(b) One was a secondary school learner who happened to study 
English in a language school in South London; 
(c) the other three were undergraduate students reading 
for a BSc. 
The responses of this limited number of people, and particularly 
their comments on the questionnaire helped us to re-structure and 
produce the present format of 'Questionnaire 1'. However, Umitation 
of time for the actual administration of the questionnaire, and lack 
of financial support made us cut out the last part of the questionnaire 
(Section Five) and pages five to seven (i.e. Q's 4 to 6) as these 
were mainly conceived of as double-checks of the learners' orientation 
and the image of the ideal teacher of English, and of their degree 
of mUlti1i~'gualism, respectively (cf 3.1.1.2, c) and d); and 3.1.1.5). 
FinanCial/administrative problems particularly hindered the reproduction 
of the other two questionnaires on a large scale. They even influenced 
their administration and the interviews. These constraints justify 
the extensive use made of the cut-down version of 'Questionnaire 1', 
of the discussion instrument, and of classroom observation, leaving 
the other instruments 'as references only. Thus Questionnaire 1, the 
discussions and the classroom observation stand as our major research 
instruments, and the interview and the other two questionnaires stand 
as reference instruments. 
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3.2.1 The Major Instruments 
3.2.1.1 The Learners' Questionnaire 
Questionnaire 1 was adminstered both in Kinshasa and Mbanza-
Ngungu. Two versions of the questionnaire were forced upon us and 
have been administered as follows: 
(a) Version One (the quasi complete questionnaire, less 
Section Five) to a sample of eighteen students studying 
in Kinshasa, and of sixty-five students studying in 
Mbanza-Ngungu. 
(b) Version Two (the questionnaire without questions four 
to six, and Section Five) to a sample of one hundred 
and eighty-seven students studying exclusively in Mbanza-
Ngungu. 
3.2.1.1.1 The Population 
In both cases, the respondents were picked at random from 
some schools themselves selected randomly. The schools involved in 
what is referred to as 'Sample l' (cf Chapter 4), i.e. 'Version One', 
belong to three adminstrative types and consist of a majority of fifth 
form students (71 students), nine second 'Graduat' students of the 
'Cultural animation' section of the 'Institut National des arts' (INA), 
Kinshasa, and three sixth-form students of the Institut National des 
Arts secondaire (INAS), Kinshasa. Six of the seventy-one fifth-form 
students are equally from INAS. The remaining sixty-five fifth-form 
students came from two different classes of two different schools: 
(a) 45, from the 'Institut Technique Commercial' BADIKA 
(ITC-~ADIKA), Mbanza-Ngungu, and 
(b) 20, from the 'Institute Mwilu Kiawanga' (IMK), Mbanza-
Ngungu. 
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While INA and INAS are official secular schools, the other two schools 
of Mbanza-Ngungu are run by religious organisations, namely: Protestant 
for the ITC-BADlKA, and ~mbanguist for the IMK. 
'Version Two' on the other hand was distributed to schools 
belonging to the four major administration types: official, Catholic, 
Protestant, and Kimbanguist: 
. "" .. " 0';, 
34 students came from the Government-run school, the Institut 
Superieur P~dagogique of Mbanza-Ngungu (in short, ISP-
Mbanza-Ngungu», which in fact is an institute of higher 
education. 
99 students came from a few Catholic-run schools. These 
are 'Institut BANKAZI'(with 36 students); 'Institut 
Technique Commercial NGUIZANI (ITECOM-NGUIZANI) with 45 
students; and Institut NSONA-NKULU, with eighteen students. 
38 students came from a Protestant-run school, the Institut 
DISENGOMOKA, and 
16 students came from the only Kimbanguist secondary school 
of the town of Mbanza-Ngungu. 
The thirty-four students from the ISP-Mbanza-Ngungu were newly enrolled 
students of the Department of English and African Culture. That is, 
they were first year students of the 'graduat' cycle of ISP. All 
the other students were secondary school learners of English from 
different sections and from both the sixth and the fifth forms. The 
sections and options involved are: 
(a) Literary, option 'Latin-Philosophy' (34 students) 
(b) SCientific, with 17 students in the Biochemistry option 
and 2Q students in the Mathematics and Physics optiori. 
(c) Pedagogy, General Pedogogy option (37 students) 
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(d) Technical, 'commercial and Administrative' option (45 
students). 
Among these 153 secondary school students, 89 were from the sixth 
form (normal age = 17 to eighteen years old), and 64 students were 
in the fifth form (normal age: 16 to 17 years). 
3.2.1.1.2 The actual administration of the questionnaire 
For every group of learners, the subjects were given the 
questionnaire (one questionnaire each). The investigator introuduced 
the questbnnaire explaining to them the purpose of the study and the 
relevance of their opinions. The learners were then asked to read 
carefully the introduction printed on their questionnaire. Afterwards, 
the investigator invited questions from those who needed further explan-
ation, if any. Then he asked the respondents to read the instructions 
on Page eight, and to ask him to clarify anything they did not under-
stand. Whether there were questions or not, the investigotor still 
explained the processes to follow in filling in the questionnaire, 
and encouraged everyone to stop and ask the investigator to clarify 
anything they were not clear about as they went along in answering 
the questionnaire. The investigator insisted that the respcndents 
had to sta~t respon~ng from page nine to the end, and then move back 
to the beginning to answer Sections One and Two. The reason is that 
he was aware of the length of the questionnaire and expected many 
respondents either to be tired by the time they reached the end of 
the quetionnaire, and therefore to be careless, or not to be able 
to reach the end. In which case most of the important information 
for the present study would not have been collected if they started 
responding from the personal detail section (i.e. Section 1). The 
surprise was great when we noticed that in fact most of the respaUents 
reached the end, and that even the slowest were excited and wished 
to carry on until they finished answering the questions. 
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The questionnaire took two hours to answer. It took the 
slowest respondents two hours and a half, i.e. half an hour more, 
to finish the questionnaire. The teachers and the administrative 
body of the schools concerned were so cooperative and understanding 
that they deserve a word of gratitude even though this may seem to 
be the wrong place to express such feelings. 
3.2.1.2 Classroom observation 
3.2.1.2.0 Introduction 
We suggested in the description of this instrument (cf 
3.1.6)that it is both interactional and anthropological. Indeed the 
observer did not just sit in the back of the classroom and watch the 
behaviour of the class, but also participated in the lesson, contributing 
responses and questions. The observer was familiar with the observed 
teachers (most of whom are his former students) and some of the observed 
classes as he taught in one of the schools involved in this study. 
Four English classes were observed in three secondary schools 
of Mbanza-Ngungu, one at INA in Kinshasa, and a class of French in 
a secondary school in Mbanza-Ngungu. For further insight into what 
happens in the classroom we observed a three-hour English Methodology 
session at the local 'Institut Superieur pldagogique'. This is where 
the observed teachers were educated and trained. 
As suggested in the description of the instrument, the 
observation focussed on three elements of classroom life: 
(a) the use of teaching or didactic materials; 
(b) methodology and classroom management; and 
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(c) teacher-learner and learner-learner relationships and 
interactions, or the class interaction. 
3.2.1.2.1 The Observed Classes 
are: 
The four secondary-school classes observed in Mbanza-Ngungu 
(a) Fourth year of Biochemistry (normal age: 15-16 years 
old), Lycee Bankazi, run by Catholic missionaries. 
(b) Fourth year/level of pedagogic studies, Institut Mwi1u 
Kiawanga, run by the Kimbanguists; 
(c) fifth level (normal age: 16-11 years old) of the Adminis-
trative and Commercial Studies, ITC-BADlKA, a protestant 
school, and 
(d) Sixth level (normal age: 11-18 years old) of the Adminis-
trative and Commercial Studies, ITC-BADIKA 
The French class observed is the sixth form or level of pedagogic 
studies or humanities at Lycee Bankazi and was taught by a former 
student of the French Department of the Local ISP. To the extent 
the methods and/or techniques used in the French class are similar 
(if not the same) to those used in the English class, we can assume 
that training for the teaching of French is similar or the same as 
the training for the teaching of English. 
The English,Methodology class observed was in the second 
year of stUdy at ISP-Mbanza-Ngungu, Department of English and African 
Culture. This is when prospective teachers of English are professionally 
, "~ '. .:....:. 
trained, as the methodology classes are supplemented by teaching 
practice in a local secondary school. 
At INA in Kinshasa, we observed a revision session of a 
pre-recorded poem. The students were in their second year of the 
'graduat' programme in the cultural animation option (school of 
development). All these classes were mixed in the sense that they 
contained girls and boys. 
3.2.1.2.2 The observed teachers 
The teachers of English, and the one of French observed 
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at work are non-native speakers of the respective languages they 
teach. They are male, qualified teachers; but only three (two English 
teachers and the French teacher) were especially trained as teachers. 
One of them is a full-time lecturer at the local 1SP, in the Department 
of English and African Literature, and acts as a part-time teacher 
of English in the last two classes of secondary education (5th and 
6th form) at 1TC-BAD1KA. He is thus a very experienced teacher of 
English: ten years of experience at the time of data collection. 
He holds a postgraduate diploma in TFL from Britain. The teacher 
of the fou~th Pedagogic form at 1MK has some four years of experience. 
He graduated from the local ISP. The other teacher, teaching the 
fourth Biochemistry form graduated from the same 1SP a few months 
before the collection of the data of this study. He is a fresh starter 
with no teaching experience. They are both full-time teachers in 
their respective schools. 
The teacher of English at INA has the status of a lecturer, 
referred to in Zaire as 'Assistant'. He had been teaching English 
"' ... ~ 
,. ': '. ,., ........ 
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for two years at the time his class was observed. The Methodology 
teacher at ISP-Mbanza-Ngungu had nine years of teaching experience 
at the time of data collection. He taught English at secondary school 
before taking up his present position. He had also done a postgraduate 
diploma in teaching English, in Britain. 
The teacher of French teaches French in the last two years 
of secondary education, full-time. He graduated from the local ISP 
and had four years of teaching experience at the time of data collection. 
3.2.1.2.3 The Observed lessons 
In the fourth Biochemistry form, Lycee Bankazi (cf 3.2.1.2.1), 
the lesson ~ an application of the use of 'MUST' and 'HAVE TO'. 
In the fourth pedagogic class, it was a test as part of a revision 
scheme. In the fifth form, the lesson consisted of the study of 
the 'Passive Voice'. It was reinforcement work basically. In the 
sixth form at ITC-BADIKA, the lesson consisted of exercises on the 
Simple Past Tense. The French lesson was in effect a reading compre-
hension session referred to as 'Text analysis'. The revision session 
observed at INA is based on a previously studied or analysed poem, 
, " 
The Pasture' (an American poem). The session consisted of listening 
comprehension and repetition of the pre-recorded comments and poem 
(in an American accent). The Methodology session was a discussion 
of methods for teaching English. Two approaches were particularly 
contrasted that day: the inductive and the deductive approaches or 
methods. It is particularly informative to consider how these separate 
lessons related to each other with reference to the three elements 
set out as our frame ,of reference. We will come back to this point 
later in this chapter (cf 3. ~1.5). Before then let us consider 
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our third major instrument (i.e. the Discussions) and its 
assumptions. 
3.2.1.3 The Discussions 
The actual implementation of the formal Discussion instrument 
has been described along with the description of the instrument itself. 
Here only the abstracts or the content of the talks and papers to 
stimUlate the discussions are described. 
3.2.1.3.1 Zaireans motives for learning English 
Description 1 
This is a summary of the main points made in the paper 
entitled 'Zairean motives for learning English: problems and 
solutions', given at the Seventeenth IATEFL International Conference, 
April 1983. The paper attempted: (cf Lubasa 1984(a): 36); 
••• to show that what is missing in the Zairean 
teaching situation is not really motivation or 
interest but rather perseverance. This lack 
of perseverance results from a decline of motiv-
ation, in turn resulting (as I see it) from the 
teaching situation. 
The argument of the paper revolved around the difference between 
adult and children's Motivation based on the author's teaching exper-
ience of both adults and younger people, mainly adolescents. The 
solutions proposed are based on the same experience and rest on the 
assumption that: 
Since all learners of English (had) mastered 
at least two languages by the time they start 
to learn English, they should in principle be 
able to cope with any new language provided they 
are exposed to the necessary data in a way which 
arouses their interest and matches with most 
(if not all) of the factors affecting their 
motivation to' learn (lac cit). 
.: .. , 
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The paper ended with the recommendations that a permanent interaction 
be promoted between the class and the teacher to negotiate classroom 
methods and techniques. 
Description 11 
This description is related to the content of a version 
of the same talk as in 'Description I', given to the students of 
the English Department and African Culture of IS? Gombe, Kinshasa, 
Zaire. The talk focussed on the motivational problems of the Zairean 
learners and did not propose solutions, as it was entitled 'Zaireans' 
motives for learning English'. It emphasised the point that learners 
are definitely motivated to learn English especially at the beginning 
of their learning of English, but the teachers "kill" their motivation 
by using inappropriate methodology and inappropriate teaching materials 
inappropriately. The argument here revolved around children and 
adults' difference of Motivation once again and a discussion of the 
adults' motives for learning English isolated in a previous piece 
of work (Lubasa 1982:110-122). The latter are: 
(a) further study; 
(b) socio-cultural purposes; and 
(c) what is generally referred to as English for Specific 
Purposes. 
The paper then suggested that the secondary school learners' initial 
motives (if any) are mostly socio-cultural, with some type of integrative 
orientation of their motivation, as a result of schooling. Since 
this is the objective of the teaching of English in Zaire. The fact 
that the more they learn the language the less they cope with it 
or persevere, suggesXs that something is wrong. This could be the 
teaching or the motives. By way of conclusion, it was suggested 
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(a) that the objectives of English needed to be redefined as these 
are what influences the learners' motivation, and (b) the classroom 
should be considered as a mini society so that the learners open up 
and give as much as they learn from school. 
3.2.1.3.2 Motivation and Perseverance in EFL/ESOL learning materials: 
a point of view 
Description III 
The talk referred to by this title is an attempt to put 
together some of the issues involved in the present study. Its aim 
is to relate motivation and perseverance to learning materials and 
possibly to syllabus design within an ESP scope, where ESP is seen 
as an approach to language teaching. 
The talk was given in Kinshasa, at IPN (INSTITUT PEDAGOGIQUE 
NATIONAL). The audience consisted of the staff and the students 
of the third 'Graduat' and of both levels of Licence, in the Department 
of English. its main argument goes around the main hypothesis which 
is: 
No matter the intensity of Motivation, learners 
,learn if ihey can persevere; and the more they 
learn, the more they persevere and the more mot-
ivated they are likely to be (cf 2.3.2.1, Pl5+) 
The details of the argument are in Appendix IV. 
Description IV 
The paper of which the abstract follows is the consolidation 
of the discussion at IPN in Kinshasa. It is referred to as Motivation 
and Perseverance in foreign language learning and has been presented 
and discussed at the BAAL-IRAAL joint seminar in Dublin, Ireland 
in September 1984. 
Motivation and Perseverance in Foreign Language 
Learning 
Motivation is often said to be crucial for learning 
to take place; but paradoxically very little is 
said about it in terms of content for teaching 
and/or learning materials. Usually researchers 
suggest, and teachers use methods and approaches 
that would serve as motivational factors. This 
practice is quite analogous to developing one's 
grammatical or linguistic competence and expecting 
communicative competence to follow or result from 
it. 
This paper considers (or at least attempts to 
consider) ways in which motivation can be incorp-
orated into a language syllabus and in learning 
materials in terms of sociocultural, psychological 
and linguistic content as well as being a by-product 
of methodology and textbook structure, through 
an SP (Specific Purposes) approach or LSP (Language 
for Specific Purposes) seen as an approach to language 
teaching. For this end, the notion of 'perseverance' 
- conceived as the learner's ability to deal with 
a 'crisis point' and/or critical situation - is 
exploited to suggest that although motivation is 
important or even crucial for learning to take 
place, it needs the support of perseverance without 
which learning (either formal or informal) is unlikely 
to take place. This suggestion is discussed in 
some detail and leads to a model of foreign language 
learning that shows both the decisive role of 
perseverance in the process of learning foreign 
languages, and that effective learning or success 
in learning does maintain and indeed increase 
perseverance which in turn sustains and increases 
the learners's motivation in a sort of feedback 
loop system. 
! 
By·, way of conclusion some ways of developing the 
learner's ability to tackle critical points and 
situations (and in consequence to keep up their 
motivation) are suggested for inclusion in learning 
materials in accordance with (a) the learner's 
'learning habit' and psychological difference 
variables, (b) his/her sociocultural background 
and environment, and (c) the target language data; 
that is, from the learning situation rather than 
the point of view of the target situation. Hence 
the need for the SP approach referred to above. 
..... '.',.~-~ 
229 
The integral text of the talk is available in the proceedings of 
the seminar (cf Singleton and Little 1984:101-113). Another paper 
related to, and directly benefitting from the one described here 
is entitled 'The SP-Squared Approach to Motivation and Perseverance 
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in Learning other Languages'. It is an improved version of the former 
focussing on the approach suggested to deal with Motivation and Persev-
erance, rather than the very concept of dealing with Motivation and 
Perseverance in learning materials. Many of the definitions offered 
in this thesis started to crystalise with this paper and the discussion 
that followed the Bangor BAAL Annual meeting, September 1984. 
3.2.1.3.3 Is Motivation 'really' an umbrella word? 
This is actually an attempt to clarify in my own mind 
and for others, the concept of 'Motivation' from the pedagogic point 
of view, and a test of the concept itself by discussing it with the 
very people who work through it: the teachers of English to speakers 
of other languages. The talk was given at the nineteenth IATEFL 
International Conference, in Brighton, April 1985; and an extensive 
summary of it is available in the IATEFL Newsletter, Number 88 of 
August 1985. 
3.2.1.3.4 English in francophone (Central) Africa 
Description V 
Here we were concerned with the relationship between ELT 
and the Position and/or the importance that the language takes in 
Society within the context of four countries considered as socio-
linguistically representative of francophone Central Africa. The 
cOuntries are: Burundi, The People's Republic of Congo, Rwanda and 
Zaire. The aim was achieved through the analysis of the sociolinguistic 
/ 
231 
setting of ELT and the discussion of the status and function of the 
different languages attested in the four countries, followed by an 
investigation into the ESOL classroom and the problems it poses. 
By way of conclusion it was suggested that success in 
TESOL in multilingual francophone (Central) Africa depended upon 
clear language policy and proper management of the classroom and 
its factors. The talk ended by making clear the relationship between 
language policy, classroom management and learning materials production. 
This discussion took place at the Institute of Education, 
University of London, and involved the staff and students of the 
Department of English for Speakers of Other Languages and some specialists 
in Education in Developing Countries, in June 1983. 
Description VI 
Basically, this is the same discussion as above, but with 
francophone teachers of English, studying in Britain. The argument 
here revolved around the elements of classroom observation collected 
in Zaire. 
Description VII 
Agam, the same discussion as above, with a group of francophone 
teachers of English on a visit to the Department of English for Speakers 
of Other Languages, University of London Institute of Education, 
27 February 1985. This time the argument was based on the frequency 
count of Question 84 in 'Questionnaire I'. The question concerns 
the perceived value.of twelve languages among which are French, English 
the Mother Tongue and the four national languages. 
3.2.1.3.5 'Langues europeennes et langues africaines, politique 
linguistique et education 
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This talk was given at the Zairean Embassy in Bucharest, 
Romania in August 1984. It involved Zairean students in Romania 
and representatives from African and some European French-speaking 
Embassies. The talk is actually a plea for a language policy in 
education geared towards the developmental needs of the country and, 
indeed,of Africa. 
The argument revolved around the history of language teaching 
in Europe and in Africa, and led to the conclusion that a language 
policy which takes account of the importance of the mother tongue 
in education and the role of the other languages in society i~ liable 
to bring about socio-economic development. 
3.2.1.3.6 Observations 
These talks test the hypotheses and discuss what is perceived 
as important in the learning context and/or social milieu. The point 
that seems to emerge is that 'relevance' of the language to study 
(in terms of utility rather than just prestige) is a motivational 
factor whi;h should therefore justify the teaching of the language 
in question. 
Besides these quite formal discussions we had a lot of 
informal ones of which notes of some points, made during or immediately 
after the discussions are available in Appendix IV. On one occasion 
a learner was asked to report in writing on his experience as a learner 
of English. At the moment of data collection he was in the fifth 
year of secondary education, Literary Studies. His English is excellent 
',. '., 
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by Zairean standards and, indeed, by international standards. This 
is what justifies his report (cf Appendix Ill). He says that when 
he started learning English in the second year of secondary school, 
he hated it. The reason was that he found the language funny. But 
the next year the new teacher changed his attitude towards English. 
He was so interested that he decided to learn most of it on his own. 
(This is an indication that something was wrong with the classroom, 
though he does not say so). He started with the first book of English 
edited by Didier Marce1 'L'Anglais le annee' (cf 1.2.1.1.2). He 
then studied the second book of the series. At the end of the second 
book he could already manage to speak English. To enrich his vocabulary 
he started reading English novels. After he had completed the textbook 
entitled 'L'Ang1ais sans peine' edited by ASSIMIL he was able to 
communicate with native speakers of English. (Notice that the first 
two books are the ones prescribed by the Education Ministry. The 
latter is not. And yet this is the one which appears to have given 
him confidence). To improve his pronunciation he ordered a few cassettes. 
He kept practising whatever he learned whenever it was possible. 
i 
In another informal discussion a lecturer in the Department 
of Biochemistry, ISP-Mbanza-Ngungu mentioned that he always thought 
that learning another language was a pleasurable thing. But when 
he was learning English (which he regrets not being able to speak 
nor understand), he just hated the English classes like everybody 
else. The reason was, he said, that their teacher inspired nothing 
but fear! When he entered the class everyone kept his fingers crossed 
not to be chosen to answer questions. He concluded saying: "This 
is all I remember of my English lessons." Poor man! What does all 
this tell us about learning English? This question leads us to a 
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consideration of the assumptions and conclusions of the Discussions 
which, in effect, helped to consolidate the Model (cf Fig. 2.4, p160> 
and the questionnaires. 
3.2.1.4 The Assumptions and Conr.lusions of the Discussions 
3.2.1.4.0 Introduction 
As will be remembered, the objective of the Discussions 
was to learn from other people and to test the conceptual framework, 
our model (cf 3.1.5.0). Under this heading we report the main points 
which contributed to the objective. 
3.2.1.4.1 Zaireans' motives for learning English 
In both contexts in which the topic was discussed it was 
accepted that learners' learning results are often poor not because 
of lack of Motivation. The question then comes, "What follows high 
motivation so that results are actually reduced?" (Adeyanju: transcribed 
from the IATEFL-1983 Discussion tape). C.T.K. Adeyanju referring 
to Schumann (1978) and his Nigerian research findings raised two 
questions in support of the perseverance hypothesis. These are: 
'(a) how to motivate the teachers to have a positive attitude 
towards the international variety of English in which 
most people (including the teachers themselves) wish 
to be competent? 
(b) "What follows high motivation so that results are 
actually reduced?" 
These two questions are interrelated in that one leads to the other 
and maybe explains tne other. Adeyanju in his research found that 
Nigerian student teachers have a positive attitude towards British 
.\ .~.. :. 
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and American English and the countries where these accents are spoken 
but that 25% of them said that they would not aspire to any of these 
varieties themselves as this would make their fellow countrymen and 
friends mock them. Hence the point that: if teachers themselves 
are not prepared to teach some particular aspects of English for 
which competence is needed for international intelligibility, then 
hopes of motivating students at different levels are much more limited. 
This is what led to question (a). The second question arose from 
the puzzling situation in Nigeria where. the learners are highly motivated 
to learn English but fail to attain good results. To conclude his 
comments, Adeyanju said that perhaps what is needed is better teacher 
training and teaching materials, on top of some propaganda work to 
convince teacher-trainees that they need to be the best possible 
models for their students (cf IATEFL Newsletter No 82 April 1984:37). 
The point about teacher education and the teaching materials came 
up again and again during this discussion suggesting and, indeed, 
supporting the point that the learners are initially motivated in 
many cases but the teachers 'kill' their motivation. The discussion 
in Zaire provided the evidence that the problem which triggered this 
study is real, actual;' not a fiction when the point that school pupils' 
results (as opposed to adults') are poor because they have no motivation, 
was made from the audience. The same discussion supported the point 
that more learning brings about more motivation. Thus the assumption 
that there is a dynamic process of some sort between Motivation and 
Learning and vice versa was established, on the one hand. On the 
other hand, it was agreed that there is something operating between 
Motivation and Learning, and that it depends a lot on the teacher 
and the learning or teaching materials. We have referred to this 
'something' as 'Perseverance' which, in our model depends upon, as 
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well as affecting, Activity-Enjoyment, which in turn depends on the 
teacher and the learning materials or the classroom as a social setting 
(cf Fig. 2.4, p 160) . 
3.2.1.4.2 Motivation and Perseverance in EFL/ESOL learning Materials: 
a point of view 
The discussions related to this topic led to the crystal-
isation of the different definitions offered in this thesis (cf 2.3.4) 
and to the distinction between two types of Perseverance: one that 
the learner can control and another which is rather social or socio-
economic and that the learner cannot control (cf 2.3.4.1). They 
also revealed that the teacher and his appearance are important and 
influential factors in arousing and sustaining the learners' motivation. 
This pOint came up more particularly in Zaire (cf Appendix IV) and 
is related to one of the points made during the informal discussions 
reported above (cf 3.2.1~~), that the learners hated the English 
classes because they were frightened of the teacher. A testimony 
made by one of the students again suggests and supports the opinion 
that the learners are initially motivated but the teachers kill their 
motivation before they can even consider persevering (cr Appendix IV 
points 1 and 2 of the notes). The discussions in Dublin helped more 
to clarify the concept of perseverance when a participant referring 
to the case of immigrants in Britain pointed out that many immigrant 
Children lack Motivation and Perseverance to learn English because 
of their social environment and their socioeconomic conditions. 
Whether in Zaire or in Dublin or again in Bangor the main issue 
remained the teacher and his attitude vis a vis the learners, the 
Suggestion being that the rapport between the teacher and the learners 
· ' .. "'" 
and vice versa is a motivational factor liable to bring about Perseverance. 
" 'j: ~ 
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3.2.1.4.3 English in francophone (Central) Africa 
The discussions of the present topic led to comments on 
the relevance of the syllabus, the textbooks or teaching/learning 
materials, the perceived utility of the language in society and the 
type of examination. In the discussion of 14 March 1984 it was suggested 
that at least three elements needed to be considered in teaching 
English in francophone Africa: 
(a) the role of the examination; 
(b) the syllabus: who makes it and what does it contain; 
(c) the textbook and the methodology it entails or involves. 
These three elements make sense only in connection with the idea 
the learner has of language learning and the perceived utility of 
the language in the country. Such are the salient points which emerged 
from the discussions on the language topics. The same points emerged 
from the discussion in Romania with the only difference that the 
focus was the role of language as an instrument for the socioeconomic 
and technological development of developing countries (cf 3.2.1.3.5). 
It was observed that very few peoples in the world ever developed 
with the language of other peoples. 
With the Model (the conceptual framework), and these assumptions 
and conclusions in mind we went to visit the classroom (cf 3.2.1.2) 
to find what follows (i.e. 3.2.1.5 below). These findings, like 
the assumptions and conclusions of the discussions contributed to 
the testing of the framework in those aspects related to the classroom. 
3.2.1.5· The findings of classroom observations 
This is a report of the three elements of classroom life 
on which the observation focussed (cf 3.2.1.2): 
(a) the use of the teaching or didactic materials; 
(b) methodology and classroom management; and 
(c) teacher-learner and learner-learner relationships 
and interactions. 
.. ···1. 
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3.2.1.5.1 The teaching or didactic materials 
The main didactic materials in the observed classes are 
the blackboard, a piece or pieces of chalk of different colours, 
a textbook for the teacher, and the learners' copy-books. INA is 
the only place where modern technology is available. The learners 
have no textbooks in most cases, except for the case of Lycee Bankazi, 
where the books are provided by, and kept in, the school. The textbook 
used in the fourth forms observed is entitled: English for Africa, 
4e ann~e (cf 1.2.1.1.4). It is an adaptation from a series by 
David Mills, Boniface Zodeougan and Tim Doust, entitled English for 
French-speaking Africa. In the fifth and the sixth forms described 
above (cf 3.2.1.2.1), the texts to be studied were copied in the 
students' copy-books from the teacher's book (via the blackboard) 
some time before the lesson. At these levels, the teacher exploits 
any book which suits his purposes. 
3.2.1.5.2 Methodology and classroom management 
The methodology used in the three teaching sessions of 
English at secondary school was based on what is known as the 'eclectic 
approach to LT'. It was a combination of aspects of the reading, 
the active: the direct and the audio-lingual methods used in very 
Similar ways in each lesson. It was characterised by the reading 
~ of a text, followed by a few activities. The same techniques 
were used in the french lesson observed in exactly the same way as 
the English lessons. 
At INA, where a tape recorder was used, the emphasis was 
on 'listening comprehension', and 'listening production'. The former 
is concerned with listening in order to answer one or more 'focus 
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questions', whereas the latter is a listening exercise for accuracy. 
As it was a revision session (cf 3.2.1.2.3) one would expect the 
students to be active and productive. But they were not. The procedure 
followed here again was very similar to the reading comprehension 
sessions such as the French one where the teachers asked a few questions 
for comprehension after the reading of the text. 
The methodology session observed was more a discussion 
in which the teacher had most of the talk. It thus appears that 
teaching in Zaire is rather teacher centred even if it is learner 
oriented. What is more, it is teaching-centred/oriented rather than 
learning oriented. This is so from top to bottom, if we can rely 
on what we have observed. No wonder then, that classroom management 
was in these classes exclusively the teachers' business. 
In the fourth Biochemistry form observed, for instance, 
the lesson (cf 3.2.1.2.3) began with the reading aloud of a dialogue 
by some students selected by the teacher. The latter corrected the 
students' errors of stress, rhythm and pronunciation as they occurred. 
Then the learners were required to repeat the teacher's examples 
of pattern~, and to produce eventually their own examples of the 
pattern. The lesson ended with the study of the use of 'must' and 
'have to' through some Bubstitutions. In the fifth form, the text 
read was a description. The activity set for the lesson was the 
reading aloud of a sentence or passage. The students were requested 
to stop or to get the one who was reading aloud to stop reading whenever 
they came across a verb in the passive form, as the lesson consisted 
of the study of the ,passive voice (cf 3.2.1.2.3). This technique 
was conceived of as a game. The teacher helped his students whenever 
240 
it was necessary, but the whole thing was done by the students. A 
pattern of how the passive voice is formed or what it looks like was 
given on the blackboard to help the students to do the task. This 
is the pattern: 
"-V + PP" 
where V stands for Verb and PP for the Past Participle. Some students, 
however, did not get the meaning of the 'formula' or of the abbreviations 
in it, and therefore failed to do the task as expected. The method used 
in this class was basically 'active', that is, what is referred to as 
the 'Active Method'. In the sixth form where the lesson consisted of 
exercises of the past tense (cf 3.2.1.2.3), the teacher who happens to 
be the same as for the fifth form (cf 3.2.1.2.2) used the same 'Active 
Method' and game-based techniques. The learners were asked to read 
aloud the text in the Simple present, provided by the teacher who selected 
somebody in the class to read the same passage in the Simple past 
I 
tense. After the 'Simple Present-Simple Past' exercise came a 'sound' 
and a 'meaning' exercise. They consisted of a group of five words 
among which only one was different in meaning (for the meaning exercise) 
or in sound, mainly the vowel sounds (in the case of the sound exercise). 
The students were requested to spot the differing word and to underline 
it as in the example below from the observed lesson: 
Ex~ple: Student, future, basic, education, continue 
The words of this group were meant to have the sound /ju:/ in common 
so that the students can underline the word 'basic'. Unfortunately for 
the example, there are two words not belonging to the group soundwise: 
'basic', the word the teacher wanted underlined and 'education' that 
the teacher did not perceive as different from the other 'u's' of 
the group. No comment is needed! The oral part of the exercise 
appears to make no real sense as far as language use learning is 
Concerned. It consisted of the class telling the student designated 
by the teacher to underline on the board the word not belonging to 
2lj 1 
the group of words, i.e. which word to underline. No reasons were 
asked for, and no discussion followed. If some sort of discussion 
followed, the exercise as a whole would have been more meaningful 
and useful. The underlining of the words would then have served 
as a pretext to start the discussion. The alternative suggested 
by the observer during the lesson went along these lines. It consisted 
of work in pairs or groups of four based on the initial exercise 
just described above. Instead of the teacher providing the five 
words among which one is different, we suggested that students' groups 
and pairs make up as many groups of words as they wished to, with 
only one word having a different sound or meaning in each group. 
The class got excited and a~cussion about what to choose and on 
what basis (sound or meaning) emerged among students and their groups. 
Some groups referred to dictionnaries even to make up their groups 
of words. The language to be used was English, but as usual, some 
groups mixed French and/or some local languages with English in their 
discussions; which is good! The next stage consisted of reporting 
the group of words obtained by each group or pair to the rest of 
the class which was encouraged to challenge the presenting team. 
The testing 'session observed (cf 3.2.1. 2.3), as will be remembered, was 
part of a revision scheme. The text was asking the students: 
(a) to define or provide the meaning of 'transportation'; 
(b) to use 'the preposition off' in two sentences; 
(c) to fill in the blanks of two sentences with 'the' 
or '!1S' article. 
This short test (which lasted fifteen minutes), along with the teaching 
sessions described above are indicative of the tendency and line 
of the teaching of English in Mbanza-Ngungu, and probably in most 
of Zaire. The tendency is the teaching of some aspects of the grammar 
~ ~'. ." .. ' 
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of English. It follows then that the students learn about the language 
but not the use of the language. Perhaps they learn how to use the 
language but not the use of it. In other words, the students learn 
how or about how to use the language but they do not learn the actual 
~ of the language. Learning to use a language is different from 
using the language in that one uses language to learn to use it the 
way one uses language to learn about it. In the lessons described 
above English is used to learn/teach about English and (about) how 
to use it: not to teach or learn the use of it or to use it. 
3.2.1.5.3 The teacher-learner and learner-learner relationships 
and interactions 
In the lessons observed, the teacher-learner type of relation-
ship and teacher-learner-teacher interactions predominated. They 
seem to constitute the favourite style of teaching English, or indeed 
other languages, which, in fact, derives from, as well as reflecting 
on the methods used. These types of relationship and interaction 
are also derived from, as well as refecting on the structure of the 
education system, which requires discipline and quietness in the 
classroom. 
With these observations and the conclusions of our discussions 
in mind, we are now ready to move on to consider the results on the 
learners' questionnaire to explain what we have observed and to support 
or refute our conclusions and assumption. But before doing so, let 
us briefly consider what we referred to as the 'reference instruments'. 
3.2.2 The reference instruments 
These are the interview, 'Questionnaire 11' and 'Question-
naire Ill'. Most of the interviews were tape-recorded. Only one 
, 
/ 
was recorded by hand writing. They were done with experienced teachers 
of English who have been in Britain or in the United States for training 
of at least one year. Questionnaire 11 was destined for those who 
are concerned with the educat~n of the children concerned in our 
study. These are parents, teachers and the administrative staff 
of schools. The questionnaires were given out to adults willing 
to answer Questions. The investigator then arranged a time and 
a day to go back and collect the completed Questionnaires. The respon-
dents thus were given time to answer the questions at their own 
convenience. Of the hundred questionnanes given out only thirty 
five were completed and returned. 
'Questionnaire Ill' was particularly designed for the teachers 
of English. It was distributed to fifty teachers of English in different 
schools. They were given time to complete the questionnaires at 
their leisure and return them when they felt like it. Only sixteen 
completed copies were returned. 
These three instruments are referred to as 'Reference 
Instruments' because ~e only turned to them to consolidate our 
, 
conclusions and/or our interpretation of the data from the 'Major 
Instruments'. 
3.3 Summary 
This chapter has described the empirical instruments used 
to collect the information this study requires (cr 3.1). These are 
a set of questionnaires (Questionnaires I to Ill), ~lassroom Observation, 
DiScussions, and the Interview. These intruments have been gathered into 
two categories referred to as 'Major' and 'Reference'. The Major-
instrument category is constituted by the 
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learners' questionnaire referred to as 'Questionnaire I', classroom 
observation and the Discussion sessions. The 'Reference' category 
is thus constituted by the Interview and the other two questionnaires 
of which Questionnaire 11 was designed for educators in general, 
and Questionnaire Ill, particularly related to textbook evaluation, 
was destined for teachers of English. 
The chapter has also described the way in which the 
instruments were used to collect the data (cf 3.2), and reports 
the results of the Discussions (cf 3.2.1.4) and of the classroom 
observations (cf 3.2.1.5) as they contributed to the refinement of 
the conceptual framework and the subsequent use of the learners' 
questionnaire, the results of which are treated in our next chapter. 
/ 
/ 
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CHAPTER FOUR: ANALYSIS OF THE EMPIRICAL DATA 
4.0 Introduction 
This chapter is essentially concerned with the analysis 
and the mterpretation of the results of the empirical data. These 
results, more specifically the results of the learners' questionnaire, 
are seen as the empirical statistical test of the conceptual framework. 
The latter has been constantly tested throughout the research period 
through one of our research instruments, namely: 'The Discussions' 
(cf 3.1.5). Classroom observations have also contributed to the 
testing of the framework in those aspects related to the classroom. 
The data we are conc~ed with here are chiefly from the learners' 
questionnaire and relate, one way or the other, to the data from 
the classroom observations and the Discussions. The reason is that 
the learners' questionnaire is the one which investigates the learners' 
attitudes, Motivation, and Perseverance in learning other languages, 
and accounts for the results of the classroom observations, while 
it tests the assumptions and the conclusions of the discussions. 
In other words, the re~u1ts of the learners' questionnaire will clarify 
and help us make full sense of results of the Classroom Observations 
and support or disprove the points made or raised in the Discussions, 
and subsequently support or disprove the hypotheses of the present 
study and the framework related to them. 
4.1 Outline of the Learners' Questionnaire 
. As will be remembered, the learners' questionnaire is divided 
into five sections of which only four have been actually administered 
(cf 3.1.1.6 and 3.2.1.1). Section One is concerned with the learners' 
I. ~,. ," '. 
" ' 
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personal details; that is, identification, the identification of 
school and class, age and sex, birthplace and permanent residence, 
the status of the family, religion, parents' religion and education, 
the identification of the languages used etc (cf 3.1.1.1). 
Section Two is mainly concerned with the learners' language 
profile. It investigates the learners' degree of multilingual ism! 
culturalism, their sociocultural or familial background and the domains 
in which they use the different languages they know. Of this section, 
only the sociocultural background is fully analysed. This is because 
the degree of multilingualism!culturalism and the domains of language 
use are meant to cross-check the information about languages in the 
section about the learners' personal details. In the treatment of 
the paragraph on the languages the learners use (cf 3.1.1.1.h) refer-
ence is, therefore, made to the paragraph on multilingualism!culturalism 
of Section Two of the questionnaire. 
Section Three is the one concerned with the assessment of 
the learners' Motivation and Perseverance. It consists of four sub-
divisions meant to test the main components of the conceptual framework; 
namely Motivation, Perseverance and Activity-Enjoyment alongside the 
, 
learners' attitudes and beliefs. The subdivisions in question are: 
(a) Motivation conditioning - mainly concerned with attitudes 
and beliefs; 
(b) The Motivation Index, designed to assess the learners' 
motivation; 
(c) The Perseverance Index, designed to assess perseverance; 
(d) Activity-enjoyment, designed to assess the learner's 
attitude towards classroom or learning activities. 
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Section Four, entitled 'Learners' wishes and desires', assesses 
the learners' desired abilities and activities together with their 
image or concept of the ideal teacher of English in particular and 
of other languages in general. 
4.2 The Analysis 
4.2.0 Introduction 
The data has been derived from two samples. One of eighty-
three subjects and another of two hundred and fifty-two cases. The 
first consists of subjects selected from three secondary schools 
and a class of ninemdergraduates picked at random, in two relatively 
different areas: Kinshasa, the capital city, and Mbanza-Ngungu, an 
agro-administrative town. The undergraduate class and two of the 
secondary schools of this sample have a technical (i.e. Specific 
Purpose) orientation. This is what is meant to be common to the 
sample. The second sample consists of subjects studying in schools 
f 
of Mbanza-Ngungu. This is what is meant to be the common factor 
of this sample. 
4.2.1 School and class identification 
The schools in the first sample (let us refer to it as 
'Kin-Mbanza Sample' and to Sample Two as 'Mbanza Sample') belong 
to three different school administrations. These are the official, 
the Protestant and the Kimbanguist. The schools operate on a one 
session basis. Two of them are located in Mbanza-Ngungu. The other 
two are in Kinshasa. The undergradute students of this sample are 
second year students of the 'Animation Culturelle' option at the 
Institut National. des Arts (INA), Kinshasa. Most of the other subjects) 
" 
Table 4.1 Number and Percentages of 3tudents by School and tw of 
School : SAMPLE 1 
NOTE:- = BLANX 
~ SCHOOL CHOOL Olt'FICIAL PROTESTANT VIMBANGUIS'I NAl~.E N % N 5~ N % 
INA 9 10.8 
INAS 9 10.8 
ITC l3ADlKA 45 54.2 
HX 20 24.2 
rrOTAL 18 21.6 45 54.2 20 24.2 
Table 4.2 Number and Percentages of Students by option and Type of 
Studies or Sections : SA~~LE 1 
NOTE:- = BLANK 
~ TECHNICAL LITERARY OPTIONS N % N % 
"ANIMATION CULTURELLE" 9 10.8 
" 
DRAMATIC ARTS 9 10.8 
COI1MERCE AND 
ADMINISTRATION 45 54.2 
LATIN AND PHILOSOPHY 20 24.2 
TOTAL 63 75.8 20 24.2 
,/ 
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Table 4.3 Number and Percentages of Students by class and level 
of Education: SAHPLE 1 
NOTE:- BLANK 
~ EDUCATION SECONDARY HIGHER EDUCATION \:USS N % N % 
2nd "Graduat" 9 1 0.8 
6th FOrt:) 3 3.7 
5th Form 71 85.5 
TOTAL 74 89.2 9 1 0 0 8 
'''. I' ...... 
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78.4%, are from the two secondary schools of Mbanza-Ngungu. Only 
nine i.e. 10.8% come from the secondary school of the Institut National 
des Arts in Kinshasa, thus bringing the total of the subjects from 
Kinshasa to 18, i.e. 21.7% of the total population. All the subjects 
of this sample are day-school students. They are distributed as 
shown in Tables 4;1 to 4.3. These tables translated into words mean: 
(a) 54.2% of the population concerned attend the commercial 
and administrative option of the technical section 
(Table 4.2) offered at the 'Institut Technique Commercial' 
(ITC) BADIKA run by the Protestants (Table 4;1); 
(b) 24.2% of the population are in the Latin and Philosophy 
option, Literary Studies (Table ~~ offered by the 
Kimbanguist school, Institut Mwilu Kiawanga (IMK) 
(Table 4.1); 
(c) 21.7% (i.e. 18 people) of the population are in official 
schools (Table 4.-1). Half of the 21. 7% are undergraduate 
students in their second year of study (Table 4.~ in 
the 'Animation Culturelle' option at the Institut 
National des Arts (INA). The other half are secondary 
school students studying dramatic arts (Table 4.2) at 
INAS, the secondary school of the National Institute 
of Arts (INA). 
Tables 4.2 and 4.3 are particularly interesting in that they show 
that 75.8% of the population do technical (in the sense of Specific 
Purpose) studies (Table 4.2) and that 89.2% are secondary school 
students. Most of the 89.2% are in their fifth year of secondary 
education. Thus the 'Kin-Mbanza sample' or Sample 1 is characterised 
by 
(a) the area (Kinshasa and Mbanza-Ngungu) 
/ 
· .' ..... 
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Table 4.4 Number and Percentages of Students by School and type 
of School SAMPLE 2 
NOTE:- = BLANK 
~ SCHOOL SCHOOL OFFICIAL CATHOLIC PROTESTANT KIMHANGUIST NAME N % N % N e' N % i' 
ISP /J"lBAN ZA-NGUNGU 34 13.5 
LYCBE 1WiKAZI 36 14.3 
ITECOH NGUIZAnI 45 17.9 
NSONA-N1.r ULU 18 7.1 
DISENGO~fOKA 38 15.1 
ITC BADlKA 45 17.9 
IMK 36 14.3 
TOTAL 34 13.5 99 39.3 83 33 36 14.3 
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Table 4.5 Number and Percentaees of Students by option and type of 
Studies or Sections : 3AIftPLE 2 
NOTE:- = BLANK 
STUDIES ~ SOCIAL LITERARY SCIENTIFIC PEDAGOGY TECHNICAL OPTIONS N <' IV N % N % N % N 
ENGLISH AND AFRICAN 
CULTURE 34 13.5 
jLATIN-PHILO 54 21.4 
BIOCHEMISTRY 17 6.7 
MATHS AND PHYSICS 20 7.9 
GENERAL PEDAG. 37 14.7 
COMMERCE AND 
ADlUNISTRATION 90 
TOTAL 34 1305 54 21.4 37 14.6 37 14.7 90 
Table 4.6 Number and Percentages of Students by Class and Level of 
Education : SAJliPLE 2 
~ SECONDARY HIGHER EDUCATION CLASS N 0' N % ,0 
1st "Graduat" 34 13.5 
6th Form 89 35.3 
5th Form 129 51.2 
TOTAL 218 86.5 34 13.5 
% 
35.7 
35.7 
(b) the level (secondary education/fifth form); 
(c) the Section (Technical or Specific Purpose). 
The 'Mbanza Sample' is slightly different from the 'Kin-Mbanza' in 
all these three aspects: 
(a) the area is Mbanza-Ngungu only; 
(b) the level includes a large representation of sixth 
form students; 
(c) all sections are represented. 
Unlike the Kin-Mbanza sample, the Mbanza sample includes 
c53 
both day and boarding school students at the rate of 90.2~ and 9.8~ 
respectively. Thus about 10% of the population of this sample consists 
of boarding school students. The four major types of school are 
represented in this sample which includes the 65 stUdents of Sample 1 
studying in Mbanza-Ngungu (cf 3.2.1.1.1). The schools all -operate 
on a morning session basis. Tables 4.4 to 4.6 illustrate the character-
istics of the sample. They show that: 
(a) 13.5% of the population of Sample 2 are undergraduate 
students in their first year (Table 4.6) of training 
as teachers of English and African Culture (Table 4.5) 
at the 'Institut Sup€rieur Pedagogique' (ISP) of 
Mbanza-Ngungu (Table 4.4) 
(b) 39.3% of the population went to Catholic schools, 33.0% 
to Protestant schools and 14.3% to Kimbanguist ones 
(Table 4.4); 
(c) 21.4% of the population are enrolled in the Latin and 
Philosophy option of the Literary Section, 14.6% in 
the S~ientific Section (with 6.7% in the Biochemistry 
option and 7.9% in the Maths Physics one); 14.7% do 
pedagogy and 35.7% do Technical Studies of Commerce 
and Administration (Table 4.5); 
(d) 35.3% of the population are in the sixth year of second-
ary education and 51.2% in the fifth. 
At the moment of data collection the 13.5% undergraduate 
students had only done two months in the first year. While their 
attitudes towards English might be different from secondary school 
students' their knowledge of the language is not far from the secondary 
school students' levels concerned with here. 
4.2.2 Age and Sex 
The sex of nine of the eighty-three respondents1samPle 1 is unknown. 
Fifty-six respondents (i.e. 67.5%) are male. Only .18 subjects (Le. 21.7%) are fenal 
Thus valid percentages for this variable are: 75.7% of male respondents 
and 24.3% of female ones. As for Sample 2, there are 26 missing 
cases, 165 male and 61 female respondents. Valid percentages are 
then 73% of male and 27% of female respondents. As far as age is 
concerned the majority of respondents range between 17 and 26 years 
old in both samples. Only six respondents are below age 17 and 6 
, 
above age 26 in Sample 2 out of 251 subjects (one missing case). 
In Sample 1, 3 are below 17 and only 2 above 26 with no missing case. 
The mode in Sample 1 is age 19 to 19 and a half; in Sample 2 it 
stretches from 19.6 to 20.6 years old. In principle a child who 
has evolved normally throughout the primary and secondary schools 
completes his secondary education when he is 18 to 19 years old. 
We notice here that the subjects in both samples, the majority of 
whom are in the fifth year of secondary education, are 19 or about 
this age. This is an indication that some delay occurred some time 
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in the course of their studies. And since, the older one gets, the 
fewer chances there are for one to stay at school (cf Lubasa 1982:34), 
it makes sense to think that these children gave the best of themselves 
to get where they are and not to be dismissed. It, therefore, makes 
sense to associate age with Perseverance even if it is in a remote 
way (cf 4.2.9). 
4.2.3 Birthplace and Permanent Residence 
As far as place of birth is concerned two of the eighty-
three respondents in Sample 1 gave no indication of where they were 
born. Two others were difficult to trace, one was born abroad, 23 
in Kinshasa, the capital city, three in the region or Bandundu, two, 
in the Region of 'Kasai Occidental', two others in 'Kasai Oriental', 
and 48 in the Region of Bas-Zaire. Twenty-eight of the 48 born in 
Bas-Zaire were born in or around Mbanza-Ngungu. Thus the two places 
surveyed in this study are relatively equally represented in Sample 
1 in terms of birth background. In Sample 2, 175 of the 252 subjects 
were born in the Region of Bas-Zaire, 47 in Kinshasa, and two abroad. 
Of the remaining 28 subjects, nine were not easy to trace, two gave 
no indication of their place of birth, one was born in the region 
of Bandundu, another one in the region of Equator, three in Upper 
Zaire, five in 'Kasai Occidental', one in Kivu and five in Shaba. 
Ninety-five subjects of those born in ]as-Zaire were born in or around 
Mbanza-Ngungu. Thus Sample 2 is representative of the Mbanza-Ngungu 
area in particular and of Bas-Zaire in general in terms of birth 
background. In addition, 159 out of the whole population of 
Sample 2 are permanent residents of the Mbanza-Ngungu area. While 
only 37 subjects out of 252 live on a permanent basis in Kinshasa, 
193 (incuding the 159 of the Mbanza area) permanently reside in Bas-
/ 
Table 4.7 Learners' and parents' reliGion in Percentages 
SM'tPLES 1 and 2 
L6AIG~ERS' RELIGION PARENTS' RELIGION 
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~ SAI4PLE 1 SAHPLE 2 SANPLE 1 SAMPLE 2 RELIGION 
CATHOLIC 56.8 61 .1 50.7 49.3 
PROTESTANT 35.1 27.9 31.0 36.1 
KHlBANGUIST 4.1 4.3 8.5 5.5 
MUSLIM 1 .4 2.9 .9 
CHRISTIAN 1.0 7.0 6.8 
CHRISTIAN-
NON-CHRISTIAN(1) IRRELEVANT IRRELEVANT .5 
NEUTRAL(2) 1 .4 1.9 .5 
NO RELIGION 
(PAGAN) 1 .4 1.0 2.8 .5 
(1 ) 
= 1. e. mixed marriage (2) 
= Believe in God but are not concerned with any religious sect 
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Zaire (21 cases are missing). This is a good reason to refer to 
Sample 2 as the Mbanza-Ngungu or Bas-Zaire sample, as opposed to 
Sample 1, the Kinshasa-Mbanza-Ngungu sample. Indeed, 27 of the 
population of Sample 1 (83 subjects) live permanently in Kinshasa 
and 36 in or about Mbanza-Ngungu. This is a good enough representation 
of these two areas to refer to Sample 1 as the Kin-Mbanza sample. 
This is particularly the case if we consider the fact that out of 
the 83 cases, only one comes from the Region of Bandundu, another 
one lives abroad permanently and stays in Zaire during term time, 
and that 12 have their permanent addresses here and there in Bas-
Zaire (6 missing cases). 
4.2.4 Religion of respondents and their families 
Most students surveyed are, as expected, Christians. Only 
lout of 83 (Sample 1) and 2 out of 252 (Sample 2) claim to have 
no religion. In Sample 1, 42 out of 83 are Catholic, 26 are Protestant 
3 are Kimbanguist, 1 is Muslim and another one is neutral (9 missing 
cases). Similarly the parents of most of these students are Christians. 
Only two families are reported as non-believers. Thirty-six families 
are Catholic, 22 Protestant, 6 are Kimbanguist and 5 Christian with 
each parent'belonging to different faiths (12 missing cases). In 
Sample 2, 127 students are Catholic, 58 are Protestant, 9 Kimbanguist, 
6 are Muslim, 4 are neutral. Two belong to some other religious 
sects (44 missing cases). Most parents here again are Christians: 
79 Protestant families, 12 Kimbanguist families, 
108 Catholic families,/2 Muslim families, 15 Christian families with 
parents belonging to different sects, 1 mixed Christian - non-Christian 
family and 1 neutral one (33 missing cases). Table 4.7 compares 
the results (in percentages) of both groups and both variables (i.e. 
Sample 1 and 2, and the learners' religion and their parents'). 
/ 
Table 4.8 Parents' For~nl Educntion in Percentages 
SAf.iPLES 1 and 2 
~ FATHER SCHOOLING SA1>TPLE 1 SAliPLE 2 SANPLE 1 
NO SCHOOLING 2.8 6.8 18.6 
PRIr1ARY 19.7 16.4 32.9 
POSTPRINARY 18.3 12.3 25.7 
SECONDARY 52.1 54.3 20.0 
HIGHER EDUCATION 7.0 8.7 
NOT KNOWN 1 .4 2.9 
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. 
loIOTHER 
SM1PLE 2 
25.1 
24.7 
16.1 
30.5 
.9 
2.7 
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Beside the fact that most families are Christian, the table suggests 
that the children do not necessarily adopt their parents' religion. 
This observation can be regarded as the children's expression of 
their freedom in important matters such as Religion and Education. 
4.2.5 Parents' education 
With respect to the education of the respondents' parents 
we have observed that the highest percentage falls under secondary 
education. However, it is easy to see from Table 4.8 that mothers 
are generally less educated or rather have less instruction. This 
is not surprising, given the pre-independence educational background 
(cf 0.1.2.1). It would be interesting to see how this affects the 
children's Motivation and Perseverance. Space and time pressure 
does not allow us to turn to this exciting aspect of the study. 
If we rely on the figures we may say that about 22% of the 
mothers in both samples are illiterate while only 5% of the fathers 
are illiterate. At the other extreme, while there is an average 
of 7.85% of fathers with higher education degrees, only an average 
of-45% of mothers hold a tertiary level degree. Even at the level 
of seconda~y education the gap between the population of mothers 
and fathers with secondary education is still big. While there is 
an average of 53.2% of fathers with secondary education, there are 
only 25.25% of mothers in the same position. This leads to the conclusion 
that in most families the mother is under-educated, and that the 
highest level of the father is secondary education level. Referring 
to the educational system within which the children operate, it is 
not surprising to s~e parents pushing their children to aim higher 
and perseverein their aims. The principle being that where they 
themselves failed, parents would like to see their children achieve. 
. i 
i 
! 
Table 4.9 PercentaGes of Occupation of Head of Parental Household 
by oruer of importance in SA}~LES 1 and 2 
SAHPLE 1 SAMPLE 2 
1 • PUBLIC ADlHNISTRATION 1 • PUBLIC ADMINISTRATION 
(24.1';) (26. };~) 
2. BUSIUESS/COMMERCB (18.~) 2. CRAFTI-rANSHIP (14.4%) 
3. FARHING (14. Jj~) 30 FAID-UNG (140~) 
4. CRAFTSMANSHIP (lO.4;b) 4. BUSINESS/ COMr1ERCE (12.31;) 
5. EDUCATION (9.1%) 5. EDUCATION (11.0%) 
6. LABOUR (7 .~;) and 6. UNEMPLOYED (7. 6~~) 
PRIVATE FIRMS + INDUSTRY 
(7 .~~) 7. PRIVATE FIRMS + INDUSTRY 
7. UNEMPLOYED/RETIRED (5.~) 
(7.~) 
8. LABOUR (4.7%) 
8. OTHER (2.6fo) 
(6 missing cases) 9. 
OTHER (2.~~) 
(16 miSSing cases) 
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4.2.6 Family status 
In both samples 77.2% of the respodents come from a monogamous 
family and 22.8% from a polygamous one. 
4.2.7 Respondents' sociocultural or familial background 
Under this heading we look at the learners' family residence 
(that is the residence of their nuclear families as opposed to the 
extended family) and the occupation of the head of the household. 
As far as the learners' family residence (and, therefore, 
place of origin) is concerned, 22.4% of the population of the Kin-
Mbanza sample come from a rural area, 14.5% from semi-rural areas, 
and 63.2% from urban areas. For Sample 2, 21.8% of the population 
come from the rural area, 20.1% from the semi-rural, and 58.1% from 
the urban area. That is: the population of both samples is mainly 
constituted by urban dwellers and a fair representation of both rural 
and semi-rural dwellers. This information is consistent with the 
information about the learners' permanent residence (cf 4.2.3). 
As far as the occupation of the head of the household is 
concerned, ,public administration is the most represent~ive with 
24.7% in Sample I, and 26.3% in Sample 2; followed by commercial 
business in Sample 1.(18.2~, and by craftmanship (14.4%) in Sample 
2. The next occupation in both samples is farming: 14.2% in Sample 
I, and 14.0% in Sample 2. This is not a matter of chance, given 
that Sample 1 is mainly urban with some rural elements and that Sample 
2 is from an agro-administrative environment. Table 4.9 gives details 
about the occupations of the head of the parental household in both 
samples. 
Table 4.10(a) 
~ Status Language U 
NONE 
ClLUBA 1 
KIKONGO 37 
KISWAHILI 2 
LINGALA 25 
FRENCH 5 
KONGO 
DIALECT 9 
OTHER 2 
TOTAL 81 
MISSING 2 
Languages used by the respondents SA}WLE 1 
It'Rlq,TIr.;NCY comns 
HT1 NT2 UATL1 NATL2 NATL3 
c' I,) N 5~ N % N 0:' 70 N % 
39(1 )53.4 3 3.9 12 18.2 54 90.0 
1 .2 1 1.4 4 5.3 1 1 .5 3 5.0 
45.7 6 8.2 38 50.0 15 22.7 
2.5 1 1.4 4 5.3 3 4.5 1 1.7 
30.9 12 16.4 27 35.5 35 53.0 2 3.3 
6.2 10 13.7 
11 .1 2 2.7 
2.5 2 2.7 
100 73 100 66 100 60 100 60 100 
==== 10 
-- 7= 17= 23 ==== 
2(i2 
NATL4 
N 0: 7<' 
58 96.7 
2 3.3 
60 100 
23 == 
Note1: Number of those who say that they have no second fl10ther Tongue, 
Le~nd : 
and are therefore monolingual 
MT1 
, MT2 
NATLl 
NATL2 
NATL3 
NATL4 
= 
= 
= 
= 
= 
= 
have one 110ther Tongue or a first 110ther Tongue 
have two Mother Tongues or a second Mother Tongue 
speak one National Language 
speak two National Languages 
speak three National Languages 
speak four National Languages 
Table 4.10(b) Languaees used by the respondents f SM1PLE 2 
FREQUENCY COUNTS 
\ 
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~ HT1 HT2 NATL1 flATL2 NATL3 NATt 4 Status ~anguage N % N % n % N % N % N 
NONE 132(1)54.5 15 6.3 78 34.7 208 93.7 219 
CILU!3A. 6 2.4 1 .4 7 2.9 2 .9 4 1.8 1 
XIKOUGO 126 50.6 17 7.01 44 60.5 30 13.3 1 .5 1 
l{I~iAHILI 3 1.2 3 1.2 7 2.9 4 1.8 6 2.7 1 
LINGALA 48 19.0 51 20.2 65 27.3 111 49.3 3 1.4 
FRENCH 3 1.2 13 5.2 
KONGO DIALECT 55 21.8 22 8.7 
OTHER 8 3.2 3 1.2 
TOTAL 249 100 242 100 P38 100 225 100 222 100 ~22 
NISSING 3 == 10 = 14 27-- 30 := 30 
I 
Note1: Number of those who say that they have no second Mother Tongue, 
and are therefora monolingual 
Legend MT1 = have one Mother Tongue or a first Mother Tongue 
MT2 '= have two Mother Tongues or a second Mother Tongue 
NATL1 = speak one National Language 
NATL2 = speak two National Languages 
NATL3 = speak three National Languages 
NATL4 = speak four National Languages 
% 
98.6 
.5 
·5 = 
.5 
I 
100 
==' 
Table 4.10(c) The Learners' linguistic profile Percentage of those who are mono/bilingual and use NATL1-4 in both 
Samples 
~ES 
~O 
feTAL 
-
MONOLINGUAL BILINGUAL NATL1 NATL2 
~V~LE. 1 SAMPLE 2 SAMPLE 1 SAMPLE 2 SAHl'LE 1 SAl-U>LE 2 SAMPLE 1 SAl·U>LE 2 
" 
53.5 54.5 46.5 45.5 96.1 93.7 81.8 65.3 
46.5 45.5 53.5 54.5 3.9 6'.3 18.2 34.7 
100 100 100 100 100 )100 100 100 
Legend MT1 = have one Mother Tongue only 
MT2 = have two Mother Tongues, or a second Mother Tongue 
NATL1 = speak one National Language 
NATL2 = speak two National Languages 
NATL3 = speak three National Lan~lages 
NATL4 = speak four National Languages 
NATL3 NATL4 
~1l'LE 1 SAMPLE 2 SANPLE 1 SAMPLE 2 
10.0 6.3 3.3 1.4 
90.0 93.7 96.7 98.6 
100 100 100 100 
I\) 
a-
~ 
Let us now turn to the languages the learners use, their 
previous experience of formal learning of other languages anlthe 
self-evaluation of their competence in the languages they use, to 
try to make sense of the information discussed so far. 
4.2.8 The Mother Tongue (MT) and the National Languages (NATL) 
or the languages used by the respondents 
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Table 4.10(a) gives the details reported by Sample I, and 
Table 4.10(b) shows the results of Sample 2. They exclude the missing 
and, therefore, invalid values from the calculation of the percentages. 
Comparing these two tables we get Table 4.10(c) showing: 
(a) 53.5% monolinguals in Sample 1 and 54.5% in Sample 2; 
(b) 46.5% bilinguals in Sample 1 and 45.5% in Sample 2; 
(c) 96.1% with one national language in Sample I, and 
93.7% in Sample 2; 
(d) 81.8% with two national languages in Sample I, and 
65.3% in Sample 2; 
(e) 10% in Sample 1 and only 6.3% in Sample 2 with three 
national languages; and 
(f) 3.3% in/Sample 1, and 1.4% in Sample 2 with four national 
languages. 
It looks as if the more people there are, the fewer there are with 
more national languages, and that the number of those who have two 
mother tongues is in the region of 45% or so. If we can extrapolate, 
we can say that most Zaire an learners are at least trilingual before 
they actually master French. By the time they start learning English, 
they are quadrilingual with a varied degree of competence in the 
languages they speak. More about competence later (ef 4.2.9). 
The results also show that Kikongo and Lingala have the 
highest percentage of speakers. This is not surprising given that 
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the areas surveyed are predominently Kikongophone with a heavy influence 
from Lingala. Kinshasa in Sample 1 represents the Lingalaphone area 
with a heavy representation of the other national languages. In 
fact, it is a multilingual/cultural area with Linga1a as the major 
language. Whereas Mbanza-Ngungu is still a multilingual/cultural 
but Kikongophone, area with a heavy influence from Linga1a. It is 
therefore not surprising to see Lingala and Kikongo at the top of 
the range. Obviously in a Ciluba and/or Kiswahi1i speaking area 
the pattern would be different with Linga1a coming next in the hierarchy 
of knowledge and use. This point is supported by the Mbanza-Ngungu 
survey (Sample 2, Table 4.10(b» where 50.6% of the population have 
Kikongo and 22.1% a Kikongo dialect for mother tongue; 19.3% have 
Linga1a for mother tongue; 3.2% have dialects other than Kikongo, 
1.2% have Ciluba and another 1.2% have Kiswahili as their mother 
tongue. 
When it comes to the national languages spoken or used by 
this population, Kikongo still comes first (60.5%) followed by Lingala 
(27.3%) as"first national language. The same languages are used 
by more people as second national language, with Lingala coming first 
(49.3% and Kikongo next (13.3%). The percentage of the population 
who claim to possess a third (6.4%) or fourth (1.2%) national language 
does not exceed 10% of the total population. What these results 
tell us is consistent with the extrapolation above that the zairean 
learner is basically trilingual (without French). But the linguistic 
pattern of each of them varies according to their mother tongue and 
the linguistic area they find themselve~ in. Indeed, out of the 
Six people of the Mbanza survey for whom Ciluba is the mother tongue. 
three actually use Ciluba as their first national languages, two 
use Kiswahili and only one can speak or use Kikongo. Among the three 
Kiswahili natives, two actually speak Kiswahili as their first language, 
one speaks Kikongo. Out of the 123 for whom Kikongo is the mother 
tongue, 96 actually speak it as their first national language, 19 
speak Lingala as their first national language, and 8 claim to speak 
none of the four national languages. This quite surprising result 
emerges from the confusion that the term Kikongo caused in the mind 
of the respondents. While Kikongo refers in this study to the national 
variety used on the radio and the television, commonly referred to 
as 'Kikongo ya Leta', the respondents perceived it as the language 
spoken by the Kongo speech community. This includes 'Kikongo ya 
Leta' and the many dialects of the Kongo people. This seems like 
a negative point about Kikongo, yet it is positive in that it tells 
us that Psychologically and socially, Kikongo is perceived as only 
one language, not as a set of dialects. This is what made some 
respondents refer to what is commonly accepted as dialect as 'national', 
and vice versa, and justifies the 8 Kikongo natives who claim not 
to speak any of the four national languages among which 'Kikongo' 
(i.e. Kikongo ya Leta) is. It means that the 8 Kikongo natives speak 
a variety ~f Kikongo. 
When it comes to Lingala, two of the forty-six Lingala natives 
claim to make use of none of the four national languages, one considers 
Kiswahili and another considers Ciluba as their first national language, 
thirteen speak or use Kikongo and twenty-nine use Lingala. This 
result may sound peculiar and controversial, but it makes sense in 
the Zairean context at least. The two respondents who claim not 
to make use of any of the four national languages among which Lingala 
(their mother tongue) and Kikongo (the language of their area) are 
may be using the local variety of Kikongo (referred to as Kindibu) 
268 
which is not recognised as the national variety and is commonly referred 
to as a dialect of Kikongo. On the other hand, they might have lost 
use of their Lingala as a result of being in a Kikongophone environment, 
especially if the parents do not use Lingala at home. In this sense 
the two cases are similar to the case of the other two Lingala natives 
who have Kiswahili and Ciluba respectively as their first national 
languages in that Kiswahili and Ciluba, respectively, might be their 
parents' mother tongues. In addition these might be the languages 
used at home. Which links up with the Kikongo-case argument where 
the eight Kikongo natives claimed not to speak Kikongo or any of 
the other national languages. Like the Kikongo case, it is a social 
and psychological phenomenon. However, the Kikongo case is different 
in that the respondents identify their own Kikongo dialect to the 
national variety of Kikongo, while the Lingala natives identify 
themselves or their national language with reference to the language 
of the family. The process of identification is the same in both 
cases but the outcome is different. In the Kikongo case the outcome 
is one's dialect substituted for the national. In the Lingala natives' 
case it is one's national native language substituted for one's family's. 
In this respect, it is equally interesting to notice that two of the 
three children for whom mother tongue is French speak Ciluba as their 
first national language in a Kikongo-Lingala biased environment. 
No other explanation is obvious except that they are from Ciluba 
speaking families. However, it would not be easy to say (without 
further investigation) that the other French native child who has 
Kikongo as his first national language is from a Kikongo speaking 
family (though this is more likely) as he is found in a Kikongo speaking 
area. What is more, the pattern of those for whom the mother tongue 
is one of the many Kikongo dialects is strikingly similar to the 
pattern of those who have or claim to have the national variety of 
Kikongo as their mother tongue: 31 for Kikongo as their first national 
language, 13 for Lingala and 5 who have no first national language. 
The argument concerning the two Lingala natives with no national 
language holds here on top of the argument about the eight Kikongo 
speakers. On the other hand, those for whom the mother tongues are 
other than a Kikongo dialect, French or one of the four national 
languages have each one of the four national languages. The suggestion 
thus being that the linguistic profile of the Zairean learners depends 
upon the mother tongue and the area lived in. In this particular 
case, the Kikongo speakers living in the Kikongo area influenced 
by Lingala would have their mother tongue (which in practice is one 
of the varieties of Kikongo) Kikongo (though not necessarily the 
national variety), and Lingala. A Ciluba child in this environment 
would have the mother tongue (Ciluba), Kikongo (again not necessarily 
the national version) and/or Lingala. Now the same child in a Ciluba 
area (with some influence of either Kiswahili or Lingala or both) 
would have Ciluba (or a variety of it) and Kiswahili or Lingala or 
both. On the other hand, those children with French as their mother 
tongue do not seem worried, and feel quite comfortable with their 
French and possibly with their family's language. Obviously, the 
Position of French in the country is such that those who have it 
as a mother tongue feel no need for national languages, except for 
community identity purposes. 
4.2.9 Previous or past experience of formal learning of other 
languages 
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Previous or past experience of formal learning (or instruction) 
of other languages has been investigated in terms of length or duration 
of the instruction in French and English. Why French and English? 
Because these are the two languages taught in schools. The length 
of their study, it is assumed, gives us a clue about the learners' 
aptitude and, more importantly, about their attitudes towards learning 
these languages and their ability or predisposition to strive for 
the set aims of schooling in their society. In other words, this 
information is indicative of the learners' predisposition to persevere. 
How is this so? 
The education or school system of Zaire focusses on two 
major groups of subjects to pass or fail a student. These are Mathe-
matics and related subjects, and the Language group. In the latter, 
French is the major language. Failure in one of these groups and 
more specifically in either Maths or French alone entails repeating 
the class or being expelled from school. One is liable to be expelled 
from school if one fails one or more times and/or repeats a class 
more than once. Officially, and therefore in principle, education 
in Zaire is compulsory. In practice, however, it is not. The school 
system works against it (cf 0.1.2 and/or Lubasa 1982:32-34). Therefore 
the learners have to struggle to keep up to the expectations of the 
system. The longer one stays in the system, the more persistent one 
has proved. The more persistent one is, the more probable it is that 
one has worked out a set of strategies to cope with the situation, 
not to drop out. If we now refer to our definition of Perseverance 
as the learners' ability to develop the strategies 
that they require to survive or to learn (cf 2.3.4.1), 
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then it makes sense to think of the learners' previous learning exper-
ience (in this context) as an indication of his readiness to persevere 
(if not of just perseverance). 
In principle, a learner in the fifth year of secondary education 
(under the conditions described above) should have at the most eleven 
years (inclusive) of French and four to five years (inclusive) of 
English. A longer period of time in these subjects indicates that 
the respondent had re~ed a year or more at some stage of his education. 
Since the learner is still struggling through the system, not just 
in French and English but in everything offered to him, it makes sense 
to assume that he has some predisposition to persevere or indeed 
that he is perseverant. 
With the population surveyed in this thesis (both samples 
included) the minimum length of French study should, in principle, 
be ten years and a term and the maximum should be eleven years and 
a term ~lusive. The average should then be ten and a half to eleven 
years. For English the average is roughly five years. The results 
show that the majority of the- population surveyed in both groups 
have twelve years of French study and five years of English study. 
This means that they have one year more over the average for French 
and about the right timing for English study. This sugests that 
by the time they have reached the level where English begins, the 
learners had developed relevant strategies to cope with their education 
system and its requirements. However, a close look at their self 
evaluation on their own competence in some languages including French 
and English shows that they all agree that they have not mastered 
English well enough. The blame for the low agreed competence may 
Table 4.11 3ELP-EVALlTATION : Percentages claiming various lev'}ls 
of competence in MT, French and Ene;lish - SAI';PLI:;S 1 
and 2 
~ EXCELLENT GOOD FAIR POOR NOT AT ALL SAJ1iPLB ;LANGUAGE S1 S2 S1 S2 S1 S2 S1 S2 31 S2 
~TCO 8003 81.5 15.5 15.2 2.8 2.8 1.4 .5 
;[TSP 6701 70 23.3 22.1 5.5 4.7 4.1 3.3 
·ITRD 61.6 63.4 30.1 25.8 6.8 9.4 1.4 1 .4 
'!TI{R 61.6 64.3 23.3 22.1 13.7 10.8 1.4 2.8 
~CO 50 46.2 42.7 47.8 7.3 6 
iFsp 22.9 26.8 65.1 63.2 12 10 
FRD 56.6 55.4 38.6 38.6 4.8 6 
IFWR 25.3 34.5 61.4 52.6 13.3 12.9 
IECO 1.2 6.4 25.6 35.7 58.5 50.2 13.4 7.2 1.2 .4 
IESP to- 3.6 13.3 24.4 55.4 56.4 30.1 15.2 1.2 .~ 
IERD 2.4 10.4 36.1 40.8 48.2 43.6 12 4.8 1.2 .4 
EWR 1.2 6.4 18.1 28.4 53 51.6 26.5 13.2 1.2 .4 
NOTE MT = MOTHER TONGUE 
" F FRENCH 
E = ENGLISH 
-CO = COMPREHENSION 
-SF SPEAKING 
-RD = READING 
-WR = WRITING 
S1 = Sample 1 
S2 = Sample 2 
•.. . " ~ .', ;, 
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be put on the standards of the education system or, indeed, on the 
teacher (cf 3.2.1.3.6). But this does not undermine the present 
argument. Table 4.11 illustrates the point about the learners' self 
evaluation of language competence by comparing the number of people 
claiming to be competent in English with the number of those who 
think they are competent in their mother tongue and French. 
Assuming that the proportions in the self evaluation of 
the mother tongue reflect the normal tendency of the distribution 
of a population, one would expect the number of people or the percentages 
for each language and in the different skills to decrease from left 
to right and from the top downwards. We notice that, with French, 
the left-right decreasing tendency holds for the receptive skills 
or abilities. The pattern for the productive skills/abilities shows 
that more people, and, indeed, the majority of the population think 
of themselves as good at speaking and writing French rather than 
comprehending spoken or written discourse. This patternis further 
reinforced with those who report themselves as fair. The idea of 
being able to speak a language without understanding is perhaps odd, 
but not unreasonable.' Indeed, it is not unusual to find language 
, 
learners who can utter perfectly ~omprehensible sentences but who 
cannot understand or even recognise them in other people's discourse. 
The pattern is substantiated by the results of those who report themselves 
as fair and poor in their mother tongue. Thus, there is a case to 
wonder at if this is not the way languages are learned. This state 
of affairs can be related to the incubation period in first language 
acquisition when the children process a number of utterances for 
aSSimilation in silence, i.e. they stop producing them for a while 
before the utterances become an effective part of their linguistic 
load. 
Table 4.11(a) 
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Probability Value of Self-Evaluation other than 
.000 Both Samples 
~ Sample 1 Sample 2 PAIR 
MTCO/MTSP .001 
MTCO/MTRD .001 
!l[TCO/MTWR .001 
NTCO/FCO 
.001 
HTCO/FRD 
.02 
11TSP/MTRD 
.849 .077 
/MTWR 
.334 .03 
/FCO .382 .003 
FRD .81 .116 
lo1TRD/~rTWR 
.278 .328 
/FCO 
.427 .082 
/FRD .896 .669 
MTWR/FCO 
.899 .246 
/FSP .002 
/FRD .615 .947 
FWR .OO} 
FCO/FRD 
.172 .004 
FSP/FWR .829 .158 
EGO/ERn .064 
E'iR .006 .002 
ESP/EWR .181 .004 
NOTE MT = ~lOTHER TONGUE 
F = FRENCH 
E = ENGLISH 
-CO = COMPREHENSION 
-SF = SPEAKING 
-RD = READING 
-1JR = WRITING 
! . 
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When it comes to competence in English, the pattern further 
changes. Most people rate themselves lower than for French and the mother 
tongue. In addition, the shift in the distribution is not as consistent 
as it is for the mother tongue and French between the two samples. 
Very few people claim to be excellent in the four skills. In Sample 
I, for instance, only 1.2% say that they comprehend English perfectly, 
but nobody claims to be excellent at speaking the language. In Sample 
2, 6.4% claim to be excellent in comprehension and 3.6% in speaking. 
For these two skills the pattern spotted with the mother tongue holds 
and is consistent with French. For the other two Skills, (reading 
and writing), the mother tongue pattern no longer holds, but the 
French pattern does, as more people (10.4%) claim to be excellent 
at reading English and fewer (6.4%) at writing. Thus, as for French, 
more people claim to be better with receptive skills with fewer claiming 
the same for productive skills. The distribution of those who think 
that they are good in English shows a new pattern which is only 
consistent with the French pattern for the excellent people: more 
people claim to be good in receptive skills than productive Skills, 
and vice versa. If we compare the patterns under good in all three 
languages (English, French, Mother Tongue), we notice that the pattern 
is similar'in both samples between French and mother tongue for aural-
oral competence, and between English and mother tongue for the reading-
writing competence. While the difference between reading and writing 
in the mother tongue is not significant (P = .278, in Sample 1 and 
.328 in Sample 2) (cf Table 4.11(a», it is significant for English 
(p = .000 in both samples). The English pattern as a whole suggests 
that more people feel quite comfortable with receptive skills and 
fewer with the productive skills. This is the reverse of the mother 
tongue and French (cf Table 4.11). 
The pattern for those who think that they are only fair 
is consistent between French and the mother tongue. Fewer people 
feel comfortable with the receptive skills and more with the productive 
skills. When it comes to English, the pattern between the two samples 
is no longer congruent. While Sample 2 is consistent with the French 
and mother tongue patterns, Sample 1 is not. In Sample I, fewer 
people report themselves as comfortable in speaking and reading. 
More report themselves comfortable in comprehending and writing. 
This result raises the question of interpretation of the question 
or questions put, and the reasons for such rather than such other 
interpretation. In short, the question is: what question did the 
respondents in Sample 1 (and, indeed, in Sample 2) answer and why? 
The association of reading with speaking and comprehension 
with writing suggests that reading is understood, or has been inter-
preted as reading aloud and writing as note-taking or something to 
do with writing down what has been spoken or read aloud by someone 
else and understood. This is not surprising when one knows that 
classroom practice focusses on note-taking while the teacher is speaking. 
Similarly, most reading in Zairean schools is done aloud, to the 
, 
extent that reading is substitutable for reading aloud followed by 
comprehension questions. This is what might pstlfy the association 
of reading with speaking. Another related justification is that 
conversation lessons often evolve around a text or reading compre-
hension. Thus, these associaitons are the result of classroom procedures. 
The question, then, which follows is, why is this only clear in Sample 
1 not in Sample 2? Is it because the effect of classroom procedures 
are more pronounced in the Sample 1 area? However, the possibility 
that the other sample perceive these Skills in the same manner as 
Sample 1 is not excluded. This complicates the matter and calls 
for further investigation. Nevertheless, we can still deduce that 
English is the least mastered langua3e of the three and that the 
respondents' attitude towards it is not unfav~able. In effect, 
most respondents' English is poor. Their self evaluation as fair 
is an indication that they do not hate English (and, therefore, are 
favourable to English). This favourable evaluation of themselves 
277 
is, in turn, an indication that they wish to improve their competence 
in English. If we agree that "respondents wishing to improve their 
competence in the language rate themselves more favourably than others 
with regard to the four skills" (H 0 Murchu 1984:145), then the observ-
ation above should pose no problem. Thus, the analysis of the learners' 
past experience of other languages and their self-evaluated competence 
suggest that most learners of English in schools are indeed motivated 
and disposed to persevere (cf 3.1.1.1(f». This finding supports 
one of our hypotheses that Zairean learners of English are motivated 
but lack Perseverance (cr hypothesis 1) as a result of demotivation 
caused by the teaching-learning situation. In other words, the finding 
suggests that the learner of English is in essence motivated and 
perseverant but school kills his Motivation and Perserverance. 
As far as competence in the languages discussed so far and 
the national languages is concerned, the results show that most people 
have a positive attitude towards other languages. This point will 
be fully discussed later in this chapter (cf 4.2.10.1 and 4.2.10.2). 
It is important , however, to point out henceforward that to most 
learners and, indeed, most Zaireans (cf Questionnaire 2) their mother 
tongue is equally as important as French. They grant a second class 
or even lower position to the national languages (cf item 84). On 
the other hand, English which is far less well mastered than any 
of the national languages, is well off in terms of prestige or perceived 
importance for Zairean society, and well above the mother tongue. 
The question is why is this so. We will come back to this issue 
later in the section about national and other languages and peoples 
(cf 4.2.10.2). For the time being suffice it to say that this observ-
ation supports the point that attitudes can influence but do not 
determine success in OL learning, and, therefore, by extension that 
attitudes influence Motivation and Perseverance rather than cause 
them. With reference to the hypotheses of the present thesis, the 
things which are likely to cause and maintain motivation are to be 
found in the classroom and society at large (cf hypotheses 1 and 
2, P 154) . 
4.2.10 Motivation and Perseverance 
4.2.10.0 Introduction 
As will be remembered, a conceptual framework was set 
up to test the validity of the hypotheses we have just referred to. 
These hypotheses are invalid if one of the dynamics (the Dynamic 
of Motivation and/or the Dynamic of Perseverance) proves to be false 
(cf 2.3.3) This questionnaire is one of the instruments used to 
falsify or look for instances which would falsify the framework and 
therefore, demonstrate the invalidity of the hypotheses all together. 
This is why the question5 under this section focus on the main concepts 
(Motivation and Perseverance) and two closely related concepts 
(Activity-Enjoyment and Incentive). Beside testing the Model, this 
section is meant to gather elements of guidance towards more suitable 
learning materials for the Zaireans in particular and other people 
Whose particulars are similar and known. In other words, should 
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the Model be false, this section will provide us with alternative 
and/or further information to correct both the Model and the hypotheses. 
These hypotheses will then lead us to criteria to consider in the 
production of teaching and/or learning materials for this specific 
group. The components of the questionnaire meant to test and cater 
for the necessary information are: 
(a) Motivation conditioning; 
(b) Motivation; 
(c) Perseverance; and 
(d) Activity-Enjoyment. 
Motivation conditioning as an index failed completely. But some 
subdivisions meant as the scales of the Motivation Conditioning Index 
produced consistent factors which can be used for the analysis of 
this component. A few reasons for the failure of the Motivation 
Conditioning as an index might be that: 
(a) the Zairean context is so different from the Canadian 
one that this component mainly based on Gardner et 
aI's (1979) AMTB was not appropriate. Indeed, the 
Zaire an context is a multilingual/cultural situation 
I 
where the value of English is perceived in utilitarian 
terms versus aesthetic terms rather than integrative 
and instrumental. This may be the main reason why 
the correlation matrix of this component is ill-conditioned 
and liable to produce incorrect results. 
(b) Variability of interpretaiton or variation in the inter-
pretation of the questions might have contaminated 
the result. This point is closely related to our first 
and the learners' personality. A few questionnaires 
in which some questions were duplicated on two different 
pages showed different responses to the same questions. 
In some cases the responses are completely different 
for most questions. 
If one single person can interpret the same question 
differently within a short time, it would not be surprising 
to think of the respondents answering different questions 
on reading the same question. In other words, the 
same questions might have triggered different inter-
pretations which, as a consequence, produced the i11-
conditioned correlation matrix which marred the component 
on an index. 
(c) The third reason might be that the index was actually 
not testing what it was meant to test. 
These three reasons are equally good and may have worked together 
to produce this negative result on the component. It may be argued 
that the component failed to converge because the model is simply 
wrong. In other words, the failure of the Motivation Conditioning 
Component to converge in factors may be seen as an instance of the 
falsification of the Model. Unfortunately (or maybe fortunately 
for the Model) the other components of the qUestionnaire along with 
, 
Some scales of the Motivation Conditioning work together to support 
the Model. The scales in question are: 
(a) attitudes towards, and interest in other languages; 
(b) Zairean versus other languages and peoples; 
(c) OL Anxiety, Learning Experience and Strategy, and Learning 
Purpose. 
It amounts to saying that the conceptual Motivation conditioning 
Index failed because it is constituted by scales which in effect 
test different aspects of the learners' attitude, liable to influence 
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Table 4.12 Attitudes towards, and Intp-rest in other Languages. 
Rotated Factor Matrix with 5 Factors, Threshold = .30, 
SAMPLE 2 
ITEl~S* FACTORS 
2 3 4 5 
ATTITUDE 1 
70 .67 
64 .64 
67 .60 
43 .51 
20 
24 
11 
35 
28 
25 
19 
30 
48 
8 
51 
42 
57 
34 
61 
40 
47 
46 
79 
ATTITUDE 2 
.62 
.53 
.51 
.46 
-.32 -----.45 --------------- .40 
.43---.33 
.36 
.30 
ATTITUDE 3 
.75 
072 
ATTITUDE 4 
.61 
.43 
034 
.30 
.30 
ATTITUDE 5 
.33----__________________________________ -.62 
.49 
Legend ATTITUDE 1 = Negative attitudes towards English and Learning 
English 
ATTITUDE 2 = Posi ti ve a tti tudes t o~tards English and Learning 
English and other languages 
ATTITUDE 3 = Positive English and Negative French attitudes 
ATTITUDE 4 = Complex feelings about English and English 
Learning 
ATTITUDE 5 = Satisfaction with ELT 
*See Appendix I(i) for content of items 
their Motivation, their subsequent Perseverance, and their learning 
processes. Thus the failure statistically of the Motivation Conditioning 
Index to converge in factors is rather a failure in consistancy within 
the index rather than failure of what has been tested. The other 
three conceptual indices are soundly supported statistically and 
in turn support the main point of the model as described and hypo-
thesised in Chapter Two (2.3.3.1 and 2.3.2 respectively). Therefore, 
the results which follow are reported in terms of the scales referred 
to above and of the factors isolated through factor analysis. 
4.2.10.1 Attitudes towards, and interest in, other languages 
These are measured by 23 simple questions, rated on a five 
point scale where 1 equals complete agreement with the opinion 
expressed and 5 equals complete disagreement. The Principal 
Axis Factoring analysis extracted 8 factors of which varimax conver-
gence is .00411, and where 5 of the 8 factors are related by means 
of one or more items loading in more than one factor. The 5 factor 
analysis provides the network shown in Table 4.12. We are using 
this network for the interpretation of the results related to this 
scale. It shows that there are five types of attitudes towards other 
languages as far as Sample 2 is concerned. They are: 
(a) a set of negative attitudes towards English and learning 
English, referred to as 'Attitude 1'; 
(b) a set of positive attitudes towards English and learning 
English and other languages referred to as 'Attitude 2'; 
(c) a complex of positive attitudes towards English and 
learning English and negative attitudes towards French 
and learning it, referred to as 'Attitude 3'; 
(d) a set of attitudes consisting of varied complex feelings 
about English and English learning, referred to as 
'Attitude 4'; 
(e) a factor concerned with the learner's satisfaction 
or dissatisfaction with the English lessons, i.e. 
the way English is taught. This factor is referred 
to as 'Attitude 5'. 
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Except for Attitude 4, all the other types of attitudes are inter-
related. The network suggests that Attitude 4 is more likely neutral 
in the sense that positive scores in it do not necessarily entail 
negative or positive scores in the others. Conversely, positive 
scores in, say Attitude 1, will entail negative scores in the others 
as is the case for item 46 (Table 4.12), and vice versa, the case 
of item 28 (Table 4.12). 
(a) Attitude 1 
With reference to Attitude 1 in Sample 1, only 13.3% of 
the population say that they hate English as a language (item 70). 
4.8% think that English lessons are a was~of time (item 64), 8.4% 
claim that they do not see the relevance of English in their society 
(item 67), and 9.6% say that they hate the English lessons (item 
43). Sample 2 reveals similar results. These figures suggest that 
the great majority of Zairean learners of English want and value 
English. Only a minority has a really nagative attitude towards 
English and learning it. 
(b) Attitude 2 
The point that English is valued and wanted is substantiated 
by the results for Attitude 2 in both samples. Table 4.12(a) is 
self-explanatory. It provides the totals of positive and negative 
responses and the frequency of the neutral ones. 
Table 4.12(a) Frequency Counts of A tti tude 2 in both Samples 
FREQUii:NCY SAMPLE 1 SAHPLE 2 ~ ITEHS OF ATTITUDE'.2 N ,f N I' 
+ 
ITEM 20 0 
-
+ 
ITEH 24 0 
-
+ 
ITEr-1 11 0 
-
+ 
ITEM 35 0 
-
+ 
ITEM 28 0 
-
+ 
ITEM 25 0 
-
+ 
~TEM 19 0 
-
+ 
ITEN 30 0 
-
+ 
ITEM 48* 0 
'-
+ 
ITEM 8* 0 
-
Legend : N = 
%. 
+ 
- = 
70 85.4 229 
6 7.3 9 
6 7J3 13 
57 68.7 198 
10 12.0 18 
16 19.3 35_ 
55 67.9 174 
18 22.2 32 
8 9.8 33 
60 72.3 180 
10 12.0 28 
U 15 6 44 
56 67.5 185 
9 10.8 25 
18 21.7 37 
45 54.9 152 
17 20.7 46 
20 24.4 47 
56 67.5 171 
12 14.5 36 
15 1B.o 45 
68 81.9 211 
4 4.8 11 
11 ~ 28 
41 I 50.0 136 
19 23.3 48 
22 26.8 63 
77 93.9 220 
3 3.7 13 
2 2.4 16 
NUMBER OF StJ13JECTS 
PERCENTAGE 
POSITIVE, AGREE~'IENT WITH EXFRESSED OPINION 
NEGATIVE, DISAGREEJ.1ENT 
o = NO OPINION, NEUTRAL OR DO NOT KNOW 
* = Notes (see notes below) 
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% 
91.2 
3.6 
51L2 
78.9 
7.2 
14 0 
72.8 
13.4 
138 
71.5 
11 .1 
17.4 
74.9 
10.1 
1.3..t. 0 
62.1 
18.8 
t9..t.2 
67.9 
14.3 
U.B 
84.4 
4.4 
11..L2 
55.1 
19.4 
4.2.3. 
88.4 
5.2 
6.4 
Item 8 = If I had to live in another country or another region of 
Zaire, I would make a great effort to learn that local 
language even though I could get along with my mother 
tongue. (3)* 
Item 11 = I'd like to learn as much English as possible. (4) 
Item 19 = If English was not taught in school I would make a 
great effort to learn it privately. 
Item 20 = I'd like to speak English perfectly. (15) 
Item 24 = I wish I could read magazines written in English 
and listen to English broadcastings. 
Item 25 = I wish I could speak English better than French. 
Item 28 = I love the English lessons.(22) 
Item 30 = I'd really like to learn a lot of foreign 
languages. (43) 
Item 35 = I love English. 
Item 48 = Although there are a lot of Zairean languages, it 
is important that the Zaireans learn European 
languages. 
(1) Items 8 and 48 have a loading below the minimum 
of .30 
(2) The figures in brackets refer to Gardner et aI's 
item from which the present item is derived or 
adapted. (Gardner et al 1979) 
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Table 4.12(b) of 
~ ITEloi 51 ITEH 42 AVERAGE % TOTALS PLE· OF SCORE 31 S2 S1 S2 S1 52 ~YERAGEl -.51 ~. 
CA 27.7 26.7 28.9 27.6 28.3 27.15 
Cl) 40.3 49 
P<1 PA 14.5 22.3 9.6 21.5 12 21.9 
Cl 
< 8 
~ NO 20.5 22.3 20.5 17.9 20.5 20.1 20.5 20.1 ~ 
P<1 
Po PD 21.7 15.5 20.5 18.3 21 .1 16.9 
39.2 30.8 
CD 15.7 13.1 20.5 14.6 18.1 13.85 
- -
- -
Mean 2.831 2.661 2.94 2.707 
SD 1.447 1.365 1.517 1.418 
- :: ~: 
N 83 251 83 246 
Legend . S1 = Sample 1 .. 
52 = Sample 2 
CA = Complete Agreement 
PA = Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement 
,CD = Complete Disagreement 
SO = Standard Deviation 
N = Number of valid cases 
ITEM 42 = English is easier than French 
ITEM 51 = I think English is easier to learn than French 
(c) Attitude 3 
Attitude 3 is concerned with the respondents' attitudes 
towards French and English contrasted. The objective of this 
contrast is to find out which of the two languages learners favour 
or find easy to learn. English turns out to be the most favoured, 
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or at least to compete with French. Indeed, in Sample 1 for instance, 
(cf Table 4.12(b» 27.7% of the respondents completely agree that 
English is easier to learn than French (cf item 5); 15.7% completely 
disagree with the opinion; 14.5% partly agree with the opinion and 
21.7% disagree; 20.5% of the population keep quiet. When it comes 
to item 42 (English is easier than French) about the same percentage 
(28.3%) completely agree that English as a language is easier than 
French. But more people (20.5%) disagree with the opinion. Still 
20.5% keep quiet. Thooewho partly agree with the opinion decrease 
in number in favour of partial disagreement. Thus a total of 41% 
disagree that English is easier than French against 38.5% agreements. 
If the learners find that English is not easier than French and yet 
find it easier to learn, we can only conclude that English, or at 
least, learning it, is perceived more positively than French. When 
comparing the total average scores of the agreements and disagreements 
(40.3% vs 39.2%) we notice that the difference between them is so 
little as to wonder whether it is significant at all. Because the 
difference is negligible and, in view of the role of French in Zairean 
society and the education system, there is cause to think that English 
is perceived more favourably both as a language and as a subject. 
The results for Sample 2 support this opinion as a total of 49% of 
the population against 31% of disagreements 
is an easy language (cf Table 4.12(b». 
think that English 
.~ ... 
Table 4.12(c) Percentages I Heans and Standard Devia tions (rUnimCl.':1 - 1 I Haximum 5) 
of A'fTITUDE 4 Samples 1 and 2 
~Eltland ITEM 34 ITEM 40 .. .' ITEM 47 ITEH 57 ITEM 61 , " 
~ SCORE 51 52 51 S2 51 52 Sl 52 Sl 52 
CA 16.9 11~6 '. ,.17.3 16.3 10.8 9.6 22.9 17.5 46.9 41.4 
FA 18.1 14.4 22.2 24.1 15.7 14.9 18.1 19.4 25.9 27.3 
NO 12 12.4 21 18.8 26.5 18.5 25.3 17.1 12.3 15.7 
PD 12 16 11 .1 13.9 16.9 18.5 14.5 14.7 7.4 9.2 
CD 41 45.6 28.4 26 09 3001 38.6 1903 31.3 7.4 6.4 
========---=== :===----==--== F::--======= == 
j'iean 3.422 3.696 3.111 3011 3.398 3.614 2.892 3.23 2.025 2.12 
Standard 
Deviation 1 .53 1.455 1.475 1.451 1.352 1.375 1.423 1 .5 1.255 1.229 
-
;'umber of 
Valid Cases 83 250 81 245 83 249 83 252 81 249 
Legend S1 Sample 1 
S2 Sample 2 
CA = Complete Agreement 
FA = Partial Agreement 
NO No Opinion 
PD Partial Disagreement 
CD Complete Disagreement 
, 
N 
00 
00 
ITEM 34 = I'm learning English simply because I have no choice, as it is a compulsory school 
subject. 
ITEM 40 = English s~ould be an optional subject at school. 
ITEM 47 = I learn English by curiosity to discover and explore the English humour for instance. 
ITEM 57 = English learning gives me a feeling of alienation and of rejection of my own identity 
and culture. 
IT~~ 61 = English learning makes me feel good, .because with English, I can be identified with 
the anglophones, especially the Americans and the ~ritons. 
I'\; 
CP 
\C 
,. 
f 
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(d) Attitude 4 
This factor derived from five items concerned with the 
learners' attitudes towards the compulsory learning of English (items 
34, 40, 47) and the effects of its knowledge (items 57 and 61). 
This factor has a certain impact on the learners' Motivation Intensity 
in both directions, (positive or negative)' to the extent that it 
is referred to in some researches (Gardner et al 1979, Swekila 1981) 
as Motivation Intensity or part of it. As far as this piece of work 
is concerned 'Attitude 4' just like the other sets of attitudes 
is a preliminary condition for Motivation to occur. With reference 
to Sample 2 and item 34, we notice that 45.6% of the subjects completely 
disagree with the opinion that English is learned because there is 
no choice (item 34) against 11.6% complete agreement and 14.4% partial 
agreement. Partial disagrement scores 16% and brings the total of 
disagreement with this opinion to 61.6%. Only 12.4% are undecided. 
Regarding the point that English ought to be optional in schools 
(item 40) more people are undecided (18.8%). Those who are extremely 
against the idea amount to 26.9 aganist 16.3% of complete agreement 
and 24.1% of partial agreement. The percentage of those who are 
positive one way or the other is thus 40.4%. With the 13.9% of those 
who are partly against the idea of turning English into an optional 
course, the total of negative responses amounts to 40.8%. Considering 
the increase in the number of the undecided and the equally important 
number of agreements and disagreements, there is cause to think that 
there is unhappiness with the compulsory courses of English. What 
learners are unhappy with is not necessarily the compulsory nature 
of t~e course (all courses are compulsory at secondary school in 
Zaire). It might well be that they are unhappy with the way the 
comp~lsory English course is run. This is the main concern of 
.. ~. .~. 
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'Attitude 5'. Thus the wish to see English taught or learned optionally 
in schools is the expression of a tendency to escape the stress and 
boredom of the compulsory lessons. Item 47 (Learning English by 
Curiosity) suggests that some 24.5% of Sample 2 learn English partly 
or entirely to discover one or more things about anglophones and 
their ways of life and that 57. U study it for reasons other, than 
curiosity. 18.5% are not sure about their motives in this respect. 
Sample 1 also gives the same type of results with regard to these 
three items. Table 4.12(c) compares the results of both samples. 
Item 61 has the greatest number of positive answers (46.9% CA's and 
25.9 PA's against 7.4% PO and 7.4% CD). 12.3% claim not to know 
whether they feel any pleasure in knowing English and whether or 
not they wish to be identified with the anglophones, particularly 
the Americans and the Britons. Item 57 expresses the opposite feeling 
expressed by item 61, namely: the feeling of alienation and of rejection 
of one's cultural identity. The results show a high percentage of 
'don't knows' (25.3%). Those who completely take this view amount 
to 22.9% of the population of Sample 1. Their antagonists amount 
to 19.3%. The partial positives and negatives respectively amount 
to 18.1% and 14.5%. Thus altogether 41% of Sample 1 agree that knowledge 
of English alienates them, 33.8% disagree, and 25.3% do not know 
or are undecided. These figures compared with those obtained with 
item 61 revea1~at knowledge of English is indeed desired for socio-
cultural purposes but that there is caution about it when their own 
culture is threatened or jeopardised. Thus 'Attitude 4' reveals 
that there are complex feelings and reasons that make the Zairean 
learners want English in schools or out in language centres. These 
feelings and reasons, however, are sens~ive to their own cultural 
background, a truism (in the fields of sociolinguistics and social 
psychology) that needs no comment. 
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(e) Attitude 5: Satisfaction with ELT 
This factor is concerned with the learners' attitudes towards 
the actual English lessons in schools. It is constituted by two 
items: a straight forward opinion (item 46) and a multiple choice 
item (item 79). Item 46 (I want to know English but the English 
course lets me down) scores (Sample 1): 
(a) 23.5% of complete agreements (CA) 
(b) 23.5% of partial agreements (PA) 
(c) 12.3% of no opinions (NO) 
(d) 12.3 % of partial disagreement (PD); and 
(e) 28.4% of complete disagreement (CD) 
Although there are more people who take the extreme negative view 
(28.4%), the overall pattern shows that there are more positive responses 
than negative ones (47% vs 40.7%). In Sample 2, however, the negative 
responses override the positive ones (45.7% Disagreement vs 41.3% 
Agreement). 13% of the subjects remain undecided. Unless it is 
proven that these samples are significantly different, these results 
tell us that there is concern about the English course and lessons 
among Zairean learners of English (see also Attitude 4). This 
point is strengthened by the results of item 79 where the majority 
of the pop~lation (68.7%) assert that they would definitely learn 
English if they had a choice between learning English and any other 
language. Indeed given the problem desrcibed in 2.3.1, and the results 
of item 46, one would expect the learners to want to drop out given 
the oP~tunity to do so. Surprisingly enough, only 4.8% (Sample 1) 
say they would drop out if they had a choice, and 26.5% say they 
do not know whether they would drop out or take the course. What 
this factor then tells us is that English is so valued and wanted 
that most people would take an English course at school (or elsewhere 
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in a language centre) no matter how it is run. This very point 
is an argument in favour of better suited courses to meet the learners' 
needs and expectations, and supports the point that there is concern 
about ELT in schools among learners of English. Thus the analysis 
of the five factors of this scale (Attitudes towards, and Interest 
in other languages) has revealed that, contrary to what teachers 
of English think of their learners (cf 2.3.1), Zairean learners are 
very much interested in English, and their attitude towards learning 
it is the most positive. There should, therefore, be no problem 
in motivating them. However, teachers complain that the students 
are hard to motivate. What is wrong then? This is what we are after. 
4.2.10.2 Zairean versus other languages and peoples 
When treating 'Attitude 4' especially items 57 and 61 we 
came to find that English was highly valued and desired for socio-
cultural purposes as long as one's own culture is not jeopardised. 
This scale is meant to provide us with 'the sociocultural framework 
of the learners' attitudes towards their own and other languages 
and peoples. This is to be found in Table 4.13. It consists of 
ten factors of whkh seven are interrelated. The ten factors have 
been labelled as follows: 
(1) Foreign Languages other than French (FLOF) 
(2) Mother Tongues and the National Languages (MT & 
NATL's) 
(3) Ci1uba and Kiswahili (Ci & Kis) 
(4) Anomie and Ethnocentricity 
(5) Replacement of French by National Languages (RF-NATL's) 
(6) Zaire an and Other Langua3es in Education (Z & OLS 
in Ed) 
Table 4.13 Zalrean versus other language. and People •• Rotated Factor MatrIx (SAMPLE 2) 
It.ms·/Factors 
FLOF 
.79 
.77 
.73 
.73 
.64 
2 4 5 6 
German 
Spanuh 
Portuguese 
Rus.ian 
ArabIc 
Engluh .38--------------~--------------------------------------------------
HT + NATLS 
.79 
.67 
.66 
8 9 
.37 
Lingala 
MT 
Klkongo 
Kiswahili 
Ciluba 
.52 ----- .39---------------------------------------------------+------ .36 
.39 
Item 45 
Item 26 
Ite .. 15 
Ite .. 53 
Ite .. 69 
Item 21 
Item 60 
Item II 
Item 7 
Item 66 
Item 13 
Item 38 
Item 16 
Ite .. 18 
French 
Item 68 
Item 59 
Ite .. 11 
Legend: 
.30 --- .46 
FLOE' 
HT NATL'S 
Cl , Kltl 
RF - NATL'S 
Z , OL' 5 in Ed 
F , NATL'S 
Z , AA 
NATL'S 
·See Appendix 1(1) 
Cl , KIS 
.60 
.44 
Anomie , Ethnocentricity 
.61 
.42 ---- • 39 ------------------------------~~---- .30 
.41 I 
.36 
RF - NATLS 
.51 
.31 
Z , OL'S in Ed 
.52 
.52 
• Foreign Languages other than French 
• The Mother Tongue and the National Languages 
• Ciluba and Kiswahili 
• Replacement of French by National Languages 
• Zairean and other Languages in EducatIon 
• French and Natlona1 Languages 
• Zairean and African Anglophones. 
• National Languages 
Knowledge 
, Use of NATLS 
.56 
.51 
French 
.64 
F + NATLS 
.44 
'''', ,. 
10 
Z + AA 
.41 
(7) Knowledge and use of National Languages 
(8) French 
(9) French and National Languages (F & NATL's) 
(10) Zairean and African Anglophones (Z & AA) 
The items of the scale consist of seventeen straight forward statements 
expressing opinions about Zairean and (or versus) other languages 
and peoples, and an evaluative item of twelve languages among which 
are the'mother tongue, the four national languages, French and English, 
and a few commonly spoken other languages. Factor 1 precisely gathers 
these languages together with English, and links up with factor 8 
through English. Factor 2 (MT & NATL's) gathers the mother tongue 
and the national languages, and links up negatively with factor 9 
(French & NATL's), and positively with factor 3 concerned with the 
appreciation of Ciluba and Kiswahili. Factor 4 (Anomie and Ethnocen-
tricity) on its side links up with factors 9 and 5 through some negative 
connection (item 53). The three factors without clear connections 
with the others are factors 6, 7 and 10. They are respectively concerned 
with the place and role of Zairean and other languages in education, 
the national languages and the nation, and the attitude of Zaireans 
towards African anglophones and their ways of life. 
(a) Factor 1: Foreign Languages other than French (FLOF) 
Factor 2: MT & NATL' s, and Factor 8: French 
These factors result from the respondents' rating of the 
twelve languages in item 84 of the questionnaire (cf Appendix l(i). 
They were asked to rate on a five point scale the different languages 
for 
in order of importance!Zairean society today and in the future. 
The study of Table 4.13(a) reveals that except for English, the languages 
in factor 1 (FLOF) are consistently rated as less or not important, 
Table 4.13(a) Percentages of FLOr. MT and NATL's. and French in both Samples 
~ GERMAN SPANISH PORTUGUESE RUSSIAN ARA'RIC ENGLISH FRENCH + FRENCH . SCORES S1 S2 S1 S2 S1 S2 S1 S2 S1 S2 S1 S2 S1 S2 
DO NOT KNOIi 5.1 1.2 3.8 .8 2.5 .4 3.8 .4 3.8 .4 1.2 -- -- --
VERY IMPORTANT 16.7 11.5 14.1 9.5 7.6 6.6 10.1 6.2 7.7 4.5 64.2 59.9 85.0 84.9 
rAIRLY IMPORTANT 15.4 15.2 12.8 14.9 11.4 11.2 10.1 6.2 7.7 7.0 21.0 26.7 11.2 13.1 
~VERAGE 30.8 28.7 21.8 26.1 34.2 28.5 19.0 20.2 10.3 13.1 13.6 11.7 1.2 .8 
LESS IMPORTANT 16.7 23 24.4 22.8 22.8 21.9 17.7 21.1 23.1 27.9 - .8 2.5 .8 
NOT IMPORTANT 15.4 20 •. 5 23.1 25.7 21.5 31.4 39.2 45.9 47.4 47.1 -- .8 - .4 
=-====== := =-===== =- ::: ======== ========= F====:::======= =~-==== 
~ LINGALA MT KIKONGO KISWAHILI CILUM + NATLS SCORES S1 S2 S1 S2 S1 S2 S1 S2 S1 S2 
-pO NOT KNOIi --- -- -- 1.2 -- 3.8 .4 3.8 .8 
VERY IMPORTANT 33.3 32.8 46.9 51.6 34.6 37.4 15.2 14.8 16.7 12.8 
FAIRLY IMPORTANT 30.9 27.9 18.5 17.9 23.5 25.2 29.1 23.4 20.5 18.5 
lVERAGE 24.7 21.7 14.8 14.6 24.7 19.5 29.1 33.2 20.5 27.2 
LoESS IMPORTANT 3.7 10.7 2.5 7.3 7.4 11.8 12.7 16.8 19.2 24.3 
NOT IMPORTANT 7.4 7.0 17.3 8.5 8.6 6.1 10.1 11.5 19.2 16.5 
--
f\) Legend FLOF = Foreign Language other than French \0 MT = Mother Tongue C1' 
NATL's = National Languages 
S1 = Sample 1 
S2 = Sample 2 
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or at best as having an average value for the future of Zaire an society. 
English, not surprisingly, is seen as very important or fairly import-
ant, and at the worst as having a middle value for Zaire and its 
society. When it comes to French (factor 8) it is unanimously rated 
as very important and at the worst as fairly important. When we 
compare the positive scores of English and French we notice that 
English competes with French quite closely (85.2% vs 96.2% in Sample 
1, and 86.6% vs 98% in Sample 2). These figures further support 
the point made earlier that English is highly valued in Zairean society. 
The percentages of the languages in mother tongue and national languages 
show that Zaireans generally value their own languages even though 
their value is perceived as lower than the value of French and English. 
From the figures in Table 4.13(a) we can rank these twelve languages 
in the following order of importance: 
(1) French 
(2) English 
(3) The Mother Tongue 
(4) Kikongo and/or Lingala 
(5) Kiswahili and Ciluba 
(6) The other foreign languages with Arabic at the end 
of the queue. 
This hierarchy, in effect, counters the argument that foreign languages, 
by the very fact that they are foreign and mainly European,~ve more 
prestige than the local national languages (cf Lubasa 1982:89). 
(b) Factor 3: Ciluba and Kiswahili 
This factor consists of two items among five designed to 
check the respondents' language preference among the National Languages 
and French. The discussion above has shown Kiswahili having similar 
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value to Ci1uba. Both languages are rated lower than Prench, Kikongo 
and Linga1a in Zairean society. This, as we argued earlier in this 
chapter (cf 4.2.8), is not surprising given the position of French 
in Zairean society and the fact that the survey took place in a non-
Kiswahili/Ciluba area. The results of this factor (Ciluba and Kiswahi1i) 
substantiates the argument which suggests a mingling of the four 
national languages in the hierarchy of language prestige as follows: 
(1) French 
(2) English 
(3) The Mother Tongue 
(4) The National Languages; and 
(5) The Other Foreign Languages. 
This order is revealing and informative in a place where the linguistic 
order is the other way round for, it is claimed, socio-economic or 
rather politico-economic reasons (cf 0.1.1.3; Kutumisa 1983:36-7). 
The hierarchy French-Lingala-Kiswahi1i 'Kikongo-Ci1uba' is taken 
for granted in Zairean political, economic, and even academic milieu, 
to the extent that Linga1a is being pushed as the unique national 
language to operate alongside French. The reason is mainly economic 
we are told (cf Kutumisa 1983:30-38). But if we consider the fact 
that the Ziirean economic agents (i.e. the mass of the population 
which is mainly rural) speak no French and very little of the established 
national languages altogether (cf Kutumisa 1983:36), and in view 
of the hierarchy revealed in the present study, two propositions 
are in force: 
(1) An economic order which integrates ,the very people 
who make the economy, i.e. the rural people, the mass 
of the population; 
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(2) The adoption of a language policy which promotes not 
the national languages which are only national politi-
cally not socially (cf the Kikongo and subsequent 
cases in 4.2.8), but rather the mother tongues, where 
this proves effective for the purposes for which 
languages are used (i.e. to inform and educate) 
The linguistic hierarchy generally accepted in Zaire for economic 
reasons is rather imposed by the imperatives of world and city economy. 
This is what justifies the primacy of French, the slow but certain 
integration of English, the four national languages, and the tendency 
to push Lingala as the only national language. This does not help 
the country to develop or to say it properly, to get out of its under-
development. On the contrary, it helps the underdevelopment of the 
country (cf 3.2.1.3.5), for it is not usual for people to develop 
with the language of other peoples (cf 3.2.1.4.3). 
(c) Factor 4 (Anomie and Ethnocentricity), Factor 5 (Replacement 
of French by National Languages) and Factor 9 (French and 
National Languages) 
Anomie and Ethnocentricity are investigated through four 
straight forward statements (items 15, 21, 53 and 69) rated on a 
five point scale (1 to 5) where 1 is 'complete agreement, and 5 equals 
complete disagreement (cf AppendixI(i». The responses to these 
questions are expected to reveal the Zaireans' feelings towards Americans 
and Europeans, and their own society. These feelings are transparent 
from a different perspective in the other two factors under discussion 
here. 
"" r;.",: 
" 
,. 
Table 4.13{b) Percentages and Means and Standard Deviations (Minimum - 1, Maximum - 5) of Anomie & Ethnocentricity, Replacement 
of French by National Languages, and French National Languages in Both Samples 
~ ANOHIE AND ETHNOCENTRICITY .. ,.. .. ~; '.~"" .:> ,r: _'3:c. \, t-:8.c...~ ~E NT" ,,~. FRENCH BY NATL'S FR + NATL'S Sample Item 15 Score SI S2 
CA 2.5 5.8 
PA 11.4 9.5 
NO . 53.3 64.3 
PO 11.4 9.1 
CD 11.4 11.2 
Mean 3.177 3.104 
Standard .874 .927 
Deviation 
Number of 
Valid Cases 79 241 
Legend: SI a 
S2 
CA ... 
PA 
NO 
PO 
CD 
-Item 7 ,. 
Item 15 
-Item 21 
Item 33 
-Item 53 ,. 
Item 59 ,. 
Item 60 
Item 69 
Item 21 Item 53 Item 69 Item 7 Item 33 
SI S2 
18.3 13.2 
9.8 14. 
54.9 .49.6 
4.9 5.6 
12.2 17.6 
2.829 3.004 
1.163 1.197 
82 250 
Sample 1 
sample 2 
J SI 
19.3 
30.1 
15.7 
18.1 
16.9 
2.831 
1.387 
83 
Complete Agreement 
Partial Agreement 
No Opinion 
S2 
15.5 
27.8 
19. 
14.7 
23. 
3.02 
1.404 
252 
Partial Disagreement 
Complete Disagreement 
51 52 SI S2 SI 
23.2 15.4 14.8 12.7 36.1 
12.2 17. 48.1 33.5 20.5 
56.1 53.4 12.3 10.2 13.3 
4.9 7.7 13.6 17.1 9.6 
3~7 6.5 11.1 26.5 20.5 
2.537 2.729 2.58 3.114 2.578 
1.021 1.026 1.223 1.438 1.555 
<. 82 247 81 245 83 
-- --------
Can survive in Zairean Society without European languages. 
The Europeans and the Americans are hypocrites. 
S2 
38.1 
22.6 
12.3 
11.5 
15.5 
2.437 
1.475 
252 
The Africans are more honest than the Europeans and the Americans. 
Like Kikongo better than the other three National languages. 
Like Lingala better than the other three National languages. 
Like French better than the other four National languages. 
Item 60 Item 59 
SI 52 SI S2 
22.9 16.3 48.8 38.4 
16.9 21.4 19.5 24.8 
20.5 21.8 7.3 12.4 
12. 14.7 11. 13.2 
27.7 25.8 ~3.4 11.2 
3.048 3.123 2.207 2.34 
1.529 1.427 1.48 1.391 
83 252 82 250 
Think national languages should be promoted to replace French in Public administration and education. 
Americans are more friendly than most Europeans. 
w 
o 
o 
f 
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The results in Table 4.13(b) show that most Zaireans are 
undecided as far as their feelings towards other peoples (here Americans 
and Europeans) contrasted with their feelings towards their own society. 
and that there are more signs of ethnocentricity than anomie among 
Zaireans. This is consistent with the point in 4.2.10.1(d) that 
English is desired and wanted for sociocultural purposes as long 
as the learners' own culture is not threatened or jeopardised. The 
table shows that the items expressing opinions about Americans and 
Europeans without contrast with Africa or Zaire (items 15 and 69) 
have the greatest percentage of indecision. They are followed by 
item 21 which contrasts the Africans with the Americans and the 
Europeans. Item 53. which deals with what is specific to Zairean 
society has the lowest percentage (15.7% in Sample 1, and 19% in 
Sample 2) of the undecided. At the same time, it has the highest 
total positive responses (49.4%). It may be argued that the high 
percentages of indecision under items 15 and 65 are due to ignorance. 
Ignorance about other peoples is a very strong indication of the 
specific people's ethnocentricity. While some degree of ignorance 
can be accepted with respect to these results, the total positive 
attitudes towards the .Americans versus the Europeans expressed in 
item 69 (35.4% against the negative total of 8.6% in Sample 1, and 
32.4% against 14.2% in Sample 2) indicates that the learners, in 
fact, are not ignorant of other peoples. Rather, they do not care 
as long as the other peoples do not interfere in the essence of their 
lives and background constituted by their culture and society. This 
indifference is, at the same time, an indication of their ethnocentricity 
and, covertly, of their anomie. The minus sign in the loading value 
of item 53 (Table 4.;3) justifies this converse relationship between 
the two elements of this factor. The means and standard deviations 
302 
(Table 4.13(b» allow us to appreciate better the percentages provided 
in the table (cf Table 4.13(b» and the ongoing argument. 
The ethnocentricity and anomie feelings are further apparent 
in the factor referred to as 'Replacement of French by National Languages'. 
Items 7 and 60 of the factor are good illustrations of the point 
that Zaireans are more ethnocentric than showing anomie. A total 
of 62% in Sample I, and of 46.2% in Sample 2, think that European 
or foreign languages are not indispensable to survive in Zaire an 
society. They claim that the local and national languages and some 
elementary French can take them around Africa and the world. But 
when it comes to the idea that national languages should be promoted 
to replace French in public administration and education (item 60), 
the opinions greatly diverge. In Sample I, for instance, the total 
percentage of those who disagree with the idea (39.7%) equals the 
total percentage of those who agree (39.8%). In Sample 2, however, 
more pe~e disagree with the idea (40.5% versus 37.7% of agreements). 
If we look at the mean and the standard deviation in both samples 
(cf Table 4.13(b», we notice that the scores in Sample 2 (SD = 1.427, 
M = 3.123) are more clustered close to the mean than the scores in 
Sample 1 (S'D = 1. 529, M = 3.048). The suggestion being that for 
the same percentages over an index (1 to 5), those in Sample 2 are 
more indicative. Thus, we can argue that the Zairean learners are 
not favourable to the idea of replacing French in public administration 
and in education by national languages. But since the mean of both 
samples are slightly above the code or index for 'No opinion' (i.e. 
3.000) which happens to be the median of Sample 2, it may equally 
be argued that most Zaire an learners do not mindming national languages 
instead of French, and seeing French replaced by the national languages 
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as the total percentage of thos~ who agree and those who have no 
opinion is 59.5% in Sample 2, and 60.3% in Sample 1. This argument 
is supported by the results of item 7 where (foll~ the same logic 
as above concerning the mean) 62.9% in Sample 1 and 56.4% in Sample 
2 are in favour of local languages. Those who stick to French against 
the national or local languages, however, can be accounted for in 
tenm of the prestige that French enjoys in Zairean society 
(cf 4.2.10.2(a) above). This is obviously what produces the results 
for item 60 in both samples. 
The results obtained with item 33 are particularly informative, 
and support a few points made earlier (4.2.8, and 4.2.10.2(b». 
For the respondents in both samples, Kikongo is associated with the 
national languages to replace French in the public administration 
and in education. Unconsciously, most respondents identify Kikongo 
as the national language to replace French. Again, as we argued 
earlier, had we done the survey in a Cilubaphone or Kiswahiliphone 
area, or indeed, in an exclusively Lingalaphone area, Kikongo would 
not have been identified with the national languages to replace French. 
This point demonstrates the Zaireans' sense of ethnocentricity as 
, 
well as a sense of community loyalty. When the national languages 
are referred to in terms of preferences, the Zaireans tend to prefer 
their own national language. This attitude is only natural in terms 
of community loyalty and identity, but it entarrs a number of problems 
for a national language policy which is not federal with all its 
implications. 
The other language identified with the national languages 
to replace French is Lingala with the loading of .39 (cf Table 4.13). 
" .. ~ 
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This is accounted for in terms of the strong Lingala influence on 
the area surveyed. The result, again, supports the point disucssed 
earlier (4.2.8) that the languages the children master and value 
depend upon their mother tongue and the area they live in. The negative 
loadings of Kiswahili and Ciluba along with the positive loading 
of Lingala on factor 9 (cf Table 4.13) speak for themselves in support 
of the point. In addition, this factor (i.e. item 59) confirms the 
point that French is more prestigious than the local or national 
languages (cf 4.2.8). Despite the fact that Zaireans value their 
own languages, they cherish French. A total of more than 60% of 
the respondents (er Table 4.13(b» claim to like French more than 
the four national languages. Given that there is caution where what 
is Zairean is constrasted with what is foreign, we must say that 
French does quite well in Zairean society. For, it is not perceived 
as a threat to one's own language and culture. This can be seen 
as a further reason why French is not readily pushed back in favour 
of the local and national languages (cf Supra). French is so well 
established in the system that those who speak it or aspire to speak 
it well think of it as if it was one of the many Zairean languages. 
Some respondents referred to it as a national language. No wonder 
, 
that it is not perceived as a threat of any kind and that it is liked 
the way it is, and preferred to the local and national languages 
just as Kikongo or any other language is preferred to another Zairean 
language, and vice versa. Thus French and the Zairean languages 
mingle so well that some Zaireans no longer perceive French as a foreign 
language. To them, the business of replacing French by any local 
language is a mere fallacy. And they are right, since they perceive 
French as one of the many Zairean languages. Those who, while they 
like French, wish for the promotion of local languages are linked 
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Table 4.13(c) 
of the Factor 
languages in Education. 
~ ITEM 13 ITEM 66 ·YPLE SCORE SAMPLE 1 SAMPLE 2 SA}rPLE 1 SAMPLE 2 
CA 19.5 18.6 18.1 16.3 
PA 1905 19 20.5 18.7 
NO 14.6 18.2 16.9 17.1 
PD 18.3 16.6 20.5 15.9 
CD 28 27.5 24.1 31.9 
=======:: F=: == ========= ===== 
Hean 3.159 3.154 3.12 3.283 
Standard 
Deviation 1.511 1.479 1.452 1.484 
Number of 
Valid Cases 82 247 83 251 
Legend CA = Complete Agreement 
PA = Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement 
CD = Complete Disagreement 
Item 13 = It is more natural and practical to study in 
local or national languages and learn French .2!: 
English, or French and English as foreign 
languages at school. 
Item 66 = Would be glad to study in a Zairean (national) 
language if they are developed or promoted, and 
to learn French~ English, or French~ 
English as optional foreign languages. 
up with their own local languages at the expense of the local languages 
of other fellow countrymen. This situation, complicated though it 
may be, suggests a federal language policy rather than a national 
one. 
(d) Zairean and Other Languages in Education (Factor 6) 
Table 4.13(c) clearly shows that many Zaireans do not believe 
that their languages can positively be used in education at all levels, 
and have English and French as options. This is, again, a side-
effect of the position of French in the society and the prestige 
it enjoys together with English in science and technology, and indeed 
in educational matters. 
Theposition of French and English at the moment, especially 
in connection with developing coutnries, is similar to the position 
of Latin during the classical period, when no education, it was thought, 
could be given in any other language than Latin. Then, French, 
English and many other European languages, referred to as 'modern 
languages' were in a similar position as the Zaire an languages now. 
It was unthinkable and unthought of that a vulgar language like French, 
~ 
or, indeed, English, could convey anything as serious as science 
or be used in education. The situations being similar, it is not 
surprising to see that the Zaireans think poorly of their own languages. 
However, using the 'Mean argument' already referred to above (4.2.10.2 
(c», the results in Table 4.13(c) can be looked at in a more positive 
way. Indeed the means of the items testing the Zaireans' attitudes 
towards their languages in education are above the code for 'No opinion' 
(i.e. 3.000) in both samples (cf Table 4.13(c». It follows that 
the undecided respondents (Code 3) are in effect positive cases. 
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Table 4.13(d) Means and Standard Deviations 
: Minimum = 1 of "Know led and 
Languages" in both Samples 
~ ITEI1 16 ITEM 38 fPLES SCORES SAllPLE 1 SAMPLE 2 3AllPLE 1 Sll1PLE 2 
CA 35.4 36.7 56.6 56.4 
Cl) 
~ PA 29.3 29.5 20.5 23.6 
.qj 
E-< 
~ NO 20.7 13.5 10.8 7.2 0 
~ 
~ PD 11.0 11.6 3.6 4.8 
CD 3.7 8.8 8.4 8.0 
------- F' --
Mean 
SD 
N 
Legend 
-
2.183 2.263 1.861 1.844 
1.145 1.3 1.257 1.237 
82 251 83 250 
CA = Complete Agreement 
PA = Partial Agreement 
NO = No Opinions 
PD = Partial Disagreement 
CD = Complete Disagreement 
SD = Standard Deviation 
N = Number of Valid Cases 
Item 16 = It is essential that every Zairean knows at 
least three National Languages. 
Item 38 = It is extremely important that every Zairean 
knows at least one national language besides the 
na tional language of one's Region. 
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But this positive outlook of the results should not drive us away 
from the main point that Zairean society perceives French and English 
highly favourably, even though they value their own languages (cf 
4.2.10.2(a». As far as education is concerned, French is, thus. 
like Latin, and the local languages like the modern languages centuries 
ago. 
(e) Knowledge and use of National Languages 
The point that Zaire an society values its own languages 
comes up again here. The majority of the population surveyed in 
both Samples (77.1% in Sample 1, 80% in Sample 2) (cf Table 4.13(d» 
feel that every Zaire an must know and use at least two national 
languages: his own and one of the other three national languages 
(item 38). Fewer people (64.7% in Sample 1, and 66.2% in Sample 
2) support the idea of having Zaireans with a minimum of three national 
languages (item 16). However, the total percentage of positive attitudes 
is above 60% and in the region of 65%. This positive attitude towards 
the use of national languages in Zairean society is very constructive. 
It is notably an hdication of Zaireans' tolerance of other local/ 
national languages and cultures. It goes without saying that this 
, 
is the nucleus of Zaireans' tolerance and/or acceptance of languages 
and cultures other than Zairean. This natural positive disposition 
towards other languages can be usefully exploited in the elaboration 
of language policy, in curriculum planning and materials design. 
The way it is exploited will account for the learners' subsequent 
Motivation and Perseverance. We have argued earlier in this chapter 
that as long as their culture and their beliefs are not jeopardised, 
Zaireans are open to other languages and cultures. Language 
policy which takes account of this point and exploits the learners' 
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Table 4.13(e) 
in both Sllmrles 
of !ofeans and Standard Deviations : 
Minimum = 1 : Maximum = 5 
~ PERCENTA.GES SANPLE and N CA PA NO PD CD M SD 
SAJllPLE 1 28.7 38.7 23.7 7.5 1.2 2.137 .96~ (U = 80) 
SAHPLE 2 26.9 33.5 29.8 6.9 2.9 2.253 1.021 (N = 245) 
Legend CA. = Complete Agreement 
PA = Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement 
CD = Complete Disagreement M = Mean 
N = Number of Valid Cases 
SD = Standard Deviation 
Item 31 = My attitude towards Anglophone Africans is 
favourable 
/ 
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predisposition to learn and use other languages will certainly lead 
to the production of teaching/learning materials which will sustain 
the learners' intrinsic motivation. even if perseverance does not 
follow automatically. as it depends upon many other factors. 
(f) Attitudes towards anglophone Africans 
It is good to notice that the Zaireans are not only open 
to the Western languages and peoples. Table 4.13(e) shows that more 
than 60% of the population surveyed in both samples (67.4% in Sample 
1 and a total of 60.4% in Sample 2) express favourable feelings towards 
fellow Africans speaking English. This attitude. just like the Zaireans' 
predisposition to welcome other peoples' culture and languages (provided 
they do not endanger their own) is a pre-requisite for Motivation 
and Perseverance. The discussion which follows (4.2.10.3) tends 
to demonstrate this. 
4.2.10.3 Motivation and Perseverance. Activity-Enjoyment along with 
Other Language Anxiety. Language Experience and Learning 
Strategy. and Learning Purpose 
So far we have discussed in isolation the two conceptual 
scales of the 'Motivation Conditioning Index' which proved internally 
consistent in isolation rather than together within the index. The 
information revealed by the analysis of these two scales can be summar-
ised as follows: the Zaireans are interested in learning other languages 
especially English. and welcome other peoples' culture as long as 
it is not perceived as a threat for their own. This state of affairs 
is in itself a favourable condition for learning other languages. 
It has been assumed that this state of affairs will condition the 
learners' Motivation and Perseverance one way or the other. depepdi~g 
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Table 4.14 OL Anxiety, Learninq Expedence, Learnlnq Purpose, Moti,,~ion- and Per.everance, Activity Enjoyment, Rotated 
Factor Matrix with 10 Factors. Sample 2. Threshold •• ]0 
Items-
32 
44 
14 
27 
58 
54 
83 
73 
81 
76 
74 
17 
9 
22 
39 
36 
80 
50 
41 
23 
37 
65 
72 
62 
55 
12 
10 
56 
63 
52 
77 
.75 
71 
29 
78 
49 
82 
Laqend: 
F1, 2, ete. 
LELS 
RW 
• Note: S.e 
Ft F2 
Learninq Purpo.. 1 
.67 
.68 
.46 
.45 
.41 
.34 
F] f'4 f'S 
.3] 
1 
AC~!~i tY-Enjoymentj 
.45 
.37 
.36 
Motives for Learning 
.76 
.66 
Learnlnq Purpose 2 
.69 
.51 
.]6 
Anxiety 
F6 
.33 
.62 ----------------------~--------------- .3) 
.53 
.43 
.35 
Activity-Enjoyment 2 
.47 ----- .40 
.42 
.41 
.37 
LELS 
.46 
.42 
.37 
.32 
RW(Survlva1) 
.62 
.46 
.38--- ']14 
Pers.verance 
.55 
.47 
Incentive 
.33 ----ir----------------------------------------------------------------------- .44 
.36 
• Faetor 1, 2, etc 
- Language Experience and Learning Strategy 
• Readiness and/or wil1inqness 
Appendix I(i) for content of items. 
- .40 
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upon how it is tackled. The other 'scales' to condition the learners' 
Motivation and Perseverance are the ones we referred to as (a) Other 
Language Anxiety (AOL), (b) Language Experience and Learning Strategy 
(LELS), and (c) Learning Purpose (LP). In this paragraph we are 
looking at these conditions of Motivation and Perseverance in connection 
with the items designed to assess Motivation, Perseverance and 
Activity-Enjoyment. The factor analysis run on Sample 2 provided 
ten factors and the network shown in Table 4.14. The network in 
itself supports many of the pOints and liaisons suggested in the 
conceptual framework (Fig 2.4). The ten factors have been labelled 
as follows: 
Factor 1 (F1) Learning Purpose 1 (LP1) 
Factor 2 (F2) Activity-Enjoyment 1 (AE1) 
Factor 3 (F3) Motives for Learning (ML) 
Factor 4 (F4) Learning Purpose 2 (LP2) 
Factor 5 (F5) Other Language Anxiety (AOL) 
Factor 6 (F6) Activity-Enjoyment 2 (AE2) 
Factor 7 (F7) Language Experience and Learning Stra 
Strategy (LELS) 
Factor 8 (F8) Readiness and/or Willingness (RW) 
, 
Factor 9 (F9) Perseverance 
Factor 10 (F10) = Incentive 
With reference to the conceptual framework, Motivation 
Conditioning appears to belong to the psychological variable component. 
The factors under discussion are mainly affective. Starting from 
'Learning Purpose l' (Table 4.14) we observe that one of the six 
items (namely: item 58) establishes a link between LP1 and the motives 
for learning (ML) supporting the hypothesis that there is a link 
between the learning purpose and the motive for which learning takes 
j 1 j 
place; in that order rather than the other way round. LPl also happens 
to have a link with the factor labelled 'incentive' through the loading 
from item 49 into the factor, thus supporting the suggestion that 
the link is from the Incentive towards the Learning Purpose rather 
than the other way round. These links support a good deal of the 
Dynamic of Motivated Behaviour (cf 2.3.3.1). The link between Activity-
Enjoyment and Perseverance (Fig. 2.4) is confirmed by the existing 
liaison between AEl and Perseverance through Readiness and/or Willingness 
also referred to as the 'survival strategy'. The liaison from Incentive 
to AE1 completes an aspect of the cycle referred to as "the Dynamic 
of Perseverance", thus supporting the existance of such a dynamic. 
The other link of interest is the connection between 'Anxiety' and 
'Incentive' which seems to work from AOL to Incentive rather than 
the other way round, thus suggesting the possibility of a double 
anxM between the Psychological factors and Incentive (Fig. 2.4). 
The connection between AE2 and LELS suggests a direct link between 
Activity-Enjoyment and the Psychological factors represented here 
by Motivation conditioning, a link which is only assumed but not 
spelled out in the model (cf 2.3.3.1). Having said this, let us 
get into the details of our analysis, factor by factor. 
(a) Learning Purposes 1 and 2, and Motives for Learning 
The two types of purpose revealed here are different in 
their nature. LP1 is essentially utilitarian, whereas LP2 is geared 
to some personal satisfaction and/or self esteem. Apparently Learning 
Purpose 2 is not as influential as LP! in language learning since 
it is the only isolated factor of the network. In other wordS, while 
LP1 can stimulate and sustain Motivation LP2 does not seem to have 
this attribute among the Zaireans concerned here. The strongest 
I 
I, 
, i 
I: 
!; 
Table 4.14(a) Percentages and Means and Standard Deviations (Minimum .. 1. Maximum .. 5) of "Learning Purposes 1 and 2- in Both 
Samples 
Item' 
r.st Item 32 Scor SI S2 
CA 68.7 64.0 
PA 21. 7 26.4 
NO 4 .• 8 4.0 
PO 3.6 4.8 
CD 1.2 .8 
Mean 1.47 1. 52 
SO .846 .846 
N 83 250 
-- --
Leqend: 51 
CA 
NO 
PO 
50 
Item 14 
Item 22 
Item 27 
Item 32 
Item 36 
Item 39 
Item 44 
Item 54 
Item 58 
LEARNING PURPOSE 1 LEARNING PURPOSE 2 
Item 44 Item 14 Item 27 Item 58 Item 54 Item 22 Item 39 Item 36 
51 
41.0 
37.3 
10.8 
4.8 
6.0 
1.976 
1..126 
83 
-
-
-
-
-
-
-
-
-
.. 
52 51 52 
J 
39.6 54.2 54.4 
33.6 32.5 31.6 
12.8 6.0 8.0 
- --
10.8 3.6 2:8 --
3.2 3.6 3.2 
2.044 1.699 1.688 
1.117 .997 .965 
250 83 250 
Sample 1 
Complete Agreement 
No Opinion 
Partial Disagreement 
Standard Deviation 
51 52 
32.5 36.3 
32.5 31.1 
16.9 13.1 
8.4 10.0 
9.6 9.6 
2.301 2.255 
1.276 1.302 
83 251 
51 
24.7 
38.3 
17.3 
12.3 
7.4 
2.395 
1.201 
52 
PA 
CD 
N 
81 
52 51 
27.8 50.6 
33.9 30.9 
15.7 8.6 
13.7 6.2 
8.9 3.7 
2.419 1.815 
1.27 1.074 
248 81 
,. 
.. 
52 51 52 
50.6 40.2 36.1 
28.5 28.0 30.1 
12.9 9.8 9.6 
5.2 14.6 15.7 
2.8 7.3 8.4 
1.811 2.207 2.301 
1.032 1.312 1.327 
249 82 249 
Sample 2 
Partial Agreement 
Complete Disagreement 
Number of valid cases 
51 
34.9 
32.5 
18.1 
6.0 
8.4 
2.205 
1.227 
83 
Knowledge of English is important for me because I need English in my future career. 
Learning English is important for me because I will be admired and respected more 
if I happened to know English on top of French. 
Knowledge of English may be important for me because I will be able to understand 
52 
34.9 
27.1 
17.9 
9.6 
14.7 
2.506 
1.395 
251 
and appreciate the anglophones in general. and the Americans and the Britons in particular. 
It is important for me to know English because it will enable me to meet and be comfortable 
with Anglophones. 
I am learning English because with French and the National Languages I can travel almost 
everywhere in Africa and in the world. 
51 
30.7 
25.6 
8.5 
11.0 
2.4 
1.854 
1.124 
82 
Learning English may be important for me because English will make~eel different from the other 
citizens. 
Learning English may be important for me because with English I can make anglophone friends. 
I am learning English to be able to read ESP. 
. Knowledge of English may be important for me because it will help me to better understand and 
appreciate the Americans and the Britons, and their technology. 
52 
47.6 
29.2 
9.2 
9.2 
4.8 
1.944 
1.171 
250 
UJ 
... 
~ 
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purpose, or the purpose for which most respondents learn English 
appears to be utilitarian (as opposed to aesthetic) and stresses 
the now traditional orientations of Motivation, namely instrumental 
and integrative. To judge from the standard deviation of the items 
of both LP's (Table 4.14(a» items 32 and 14 have the closest distri-
bution to the mean, followed by items 54, 36 and 44. In Lambert 
and Gardner's terms, item 32 (English will enable me to meet and 
be comfortable or at ease with anglophones) has an integrative orient-
ation, and item 14 ( ... I need English in my future career) has an 
instrumental orientation. Similarly items 54 (Learning English to 
be able to read ESP) and 36 (Learning English for travelling purposes) 
have an instrumental orientation whereas item 44 (Learning English 
for making anglophone friends) has an integrative orientation. For 
the Zaireans, at least, these two orientations are perceived as 
components of the same thing referred to here as 'utilitarian purpose'. 
It amounts to saying that even LP2 geared towards personal satisfaction 
and self-esteem is as utilitarian as LP1. It follows that the 
distinction between instrumental and integrative as being important 
either as pre-requisites to Motivation or as motivational orientations 
is irrelevant in the present circumstances. To refer to Gardner 
(1982:143-4~, what matters is "the individual's perception of the 
motivational properties of the language learning process", not the 
orientations of Motivation. Thus, Gardner (1982:144) concludes: 
arguments about whether an instrumental or 
integrative orientation is more important to lang-
uage acquisition or whether this attitude or that 
attitude is dominant become relatively meaningless. 
The more important question is which is more related 
to the individual's level of motivation because 
it will be this orientation which will relate 
more consistently with the individual's success 
in learning, the language. 
Gardner 1982:144 
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Table 4.14(b) Percentages of the "Notive for learning English" 
in SAMPLES 1 and 2 and Table of Means and Standard 
Deviations (Minimum = 1 : Maximum = 5) 
ITEM and --:.:.:~ ITEM 17 ITEM 9 SCORE 
CA 
PA 
NO 
PD 
CD 
Mean 
SD 
N 
Legend 
SAMPLE 1 SAEFLB 2 SAl'Il'LE 1 SAr-lPLE 2 
26.5 16.4 34.1 23.7 
16.9 24.4 31.7 33.7 
15.7 14.8 6.1 8.0 
22.9 18.8 18.3 19.3 
18.1 25.6 9.8 15.3 
========-- == 
2.892 3.128 2.378 2.687 
1.482 1 .451 1.376 1.414 
83 250 82 249 
CA = Complete Agreement 
PA = Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement 
CD = Complete Disagreement 
SD = Standard Deviation 
N = Number of Valid Cases 
Item 9 /= I learn English to know and underptand better 
the Anglophones and their mode of life. 
Item 17 j = I learn English to know and understand the 
Anglophone Africans and their ways of life. 
31 ( 
This conclusion is in tune with the utilitarian versus aesthetic 
view of Motivation in language acquisition, where orientations are 
rather exploited to help sustain and increase Motivation and secure 
Perseverance. In the case we are concerned with, both orientations 
are represented with relatively the same force. Table 4.14(a) speaks 
for itself. As far as LP2 is concerned self-satisfaction related 
to travelling seems to be the most favoured orientation since it 
has the greatest total positive answers of the factor (cf Table 4.14(a». 
The percentage of 'self-esteem' orientation of LP2 (represented by 
items 22 and 39), beside the information that knowledge of English 
is something of a pride, is a further indication of the prestige 
that English enjoys in Zairean society. So that talking about lack 
of interest on the part of the learners (cf 2.3.1) is simply ignoring 
the feelings of the learners and, therefore, the learners themselves. 
The factor analysis (Table 4.14) shows that factor 1 (i.e. LP1) 
is related to the 'Motive for Learning' factor through the loading 
of .33 from item 58 on the Motives for Learning factor (F3). It 
also shows the existing relatiorumip between Incentive and LP1 in 
particular and Learning Purposes in general (cf Fig. 2.4). Item 49 
(it is impo'rtant for me to learn English because I think it will 
someday help me to get a good job or a job which pays well) is shown 
to load at .33 on LP1 which, as already mentioned, is both instrumental 
and integrative in Lambert and Gardner's terms, and utilitarian in 
ours. This link between item 49 and LP! demonstrates that the desire 
for social recognition and the need for survival are essential as 
incentives and that Incentive is probably the pivot of the Motivation 
process or the Dynamic of Motivated Behaviour, if not the starting 
POint (cr Fig. 2.3), the suggestion being that 'Motivation' is 'challenge' 
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in the sense of defying something (in our case the goal) or in the 
sense of keeping to the purpose for which a goal is sought thus bringing 
in the notion of personal dignity. In the present case, the Incentive 
seems to be mainly related to social recognition and survival. LP1 
goes along the same line (which is not surprising if we take the 
view that Incentive is the pivot and the starting point of the 
Motivation process). A look at the 'Motive for Learning' factor 
(Table 4.14(b» shows that the motives for which the Zaireans learn 
English are integrative (in Lambert and Gardner's sense) and, therefore, 
related to social recognition. In view of the Incentive and the 
Learning Purposes, it is obvious that these motives are only a spring-
board for achieving their goals contained or, indeed, reflected 
in the learning purposes, and the Incentive. Thus this complex 
relationship between Incentive, Learning Purposes and Motives for 
Learning supports the first Dynamic of the model proposed in Chapter 
Two (cf Fig 2.4). The second dynamic linking Incentive, Activity-
Enjoyment and Perseverance, is the one we are turning to now in our 
discussion of the relevant factors, i.e. Activity-Enjoyment, Readiness 
and/or Willingness, Perseverance and Incentive. 
(b) , Activity-Enjoyment 1 and 2, and Perseverance 
Activity-Enjoyment 1 consists of four multiple choice state-
ments among which two are conceptually meant to test Readiness and/or 
Willingness (items 76 and 81), one is meant to assess Language 
EXperience and Learning Strategy (item 73), and another to assess 
Activity-Enjoyment proper (item 83) (cr 3.1.1.6). Because of the 
high loading (.61) of the last item on the factor (cf Table 4.14), 
we decided to refer to the factor as the 'Activity-Enjoyment Factor'. 
To distinguish it from the other factor where the other activity-
319 
enjoyment items (cf 3.1.1.6) have loaded, we further decided to refer to 
this one as 'Activity-Enjoyment l' (AE1), and to the other one as 
'Activity-Enjoyment 2' (AE2). The latter consists equally of four 
items among which two (items 62 and 65) conceptually assess Activity~ 
Enjoyment, one (item 55) assesses Perseverance and the other one 
(item 72) assesses readiness and/or willingness. Thus we have two 
types of activity-enjoyment: AEl and AE2. The first type(AEl) is 
blended with aspects of 'Readiness and/or Willingness' (RW) and aspects 
of 'Language Experience and/or Learning Strategy' (LELS). The second 
type is rather blended with aspects of Perseverance on top of the 
RW ones. It amounts to saying that there is an amount of Readiness 
and/or Willingness in the notion of Activity-Enjoyment. This is, 
maybe, what is referred to as the 'learners' expectation', which, 
when it is met, brings about satisfaction. In any event, the learners 
have to be willing and ready to organise and be involved in their 
work to be able to enjoy the activity they are engaged in. It is 
in this sense that RW (which conceptually are attributes of Motivation) 
are to be understood as components of AE. 
Judging from the loading (.45; cf Table 4.14), AE1 has 
, 
the Learners' Language Experience and/or Learning Strategy (referred 
to as LELS) as an important component. This is apparently what dist-
inguishes AEl from AE2. Indeed, while AEl contains the LELS element, 
AE2 rather contains aspects of Perseverance. It links up with the 
factor mainly concerned with LELS (i.e. factor 7) by the important 
loading of .40, thus suggesting the generalisation that LELS is an 
important feature of AE, that it contributes to the feeling of satis-
faction, or to the enjoyment of Language Learning activities. On 
the other hand, both AEl and AE2 suggest that 'Perseverance' stems 
/ 
Tabl. 4 14 (c) Percentaqes of Act' . tv lVl 
Xtem end 
Sample 
Scores 
CA (OK) 
or (al 
PA 
NO or (b) 
PO 
or (cl 
CD 
Mean 
SO 
N 
Legend: 
ACTIVITY - ENJOYMENT 1 
Ite .. 83 Item 73 
51 52 51 
.4 
51.8 48.6 36.1 
26.5 32.5 6.0 
21. 7 18.3 !l7.8 
1.699 1.689 2.217 
.808 .769 .951 
83 251 83 
(a). (b) or (c) 
(OK) 
CA 
PA 
NO 
PO 
CO 
50 
N 
Item 
Ite .. 
Ite .. 
Item 
SS 
62 
65 
72 
Item 73 
Item 76 
Item 81 
Item 83 
*Mlnlaum 
Maxiaum 
52 
39.6 
2.4 
58.0 
2.184 
.973 
250 
320 
-
Enjovment 1 a d 2 n an d T bles of Mean. And Standard O.viatio",· in both • .apl •• a 
Act ivHy 
- En oyment 2 
It ... 81 It ... 76 Item 65 It ... 72 
51 52 51 52 51 52 51 52 
25.6 30.3 
44.6 49.4 56.6 67.6 56.6 56.8 
39.0 35.5 
7.2 3.6 36.1 24.8 23.2 17.9 38.6 40.8 
9.8 11.6 
48.2 47.0 7.2 7.6 4.8 2.4 
2.4 4.8 
2.036 1.976 1.506 1.4 2.244 2.251 1.482 1.456 
.968 .983 .632 .627 1.025 1.14 .592 .545 
83 249 83 250 82 251 83 250 
on. of the three options of the multiple choice items. 
Do not know (applicable to the multlple choice items) 
Complete AGreement. 
Partial AGreement 
No Opinion 
Partial Oi.agreement 
Complete Disagreement 
Standard Deviation 
Number of valid cases. 
It ... 62 It •• 55 
51 52 51 52 
39.8 38.8 42.2 41.6 
26.5 34.4 32.5 33.2 
25.3 16.8 16.9 14.8 
6.0 6.0 8.4 6.8 
2.4 4.0 
-
3.6 
2.048 2.02 1.916 1.976 
1.058 1.077 .965 1.079 
83 250 83 250 
The less I understand English, the more I straln and persevere in l.arning EngliSh. 
The more English I understand. the more ~ want Englishlto learn. 
The more I can resolve learning problems the more English I want to learn. 
If I had the opportunity to speak English outside of school I would: 
(a) speak English most of the time, using French only if really nece.sary. 
(b) speak it occasionally. uSlng French or the local languages whenever possible. 
(c) never speak it. 
During English clas., I would like: 
(a) to have only English spoken 
(b) to have as much French as posslble spoken 
(c) to have a combinatlon of English and French spoken 
When it comes to my English homework I: 
(a) Work very carefully, making sure I understand everything. 
(b) Put .ome effort into It, but not as much as I could. 
(c) just skim over it. 
If there were anglophones in my neighbourhood I would: 
(a) Speak English with them as much as possible. 
(b) Never speak English wlth them. 
(c) Speak English with them sometimes. 
The more problems or obstacles I succeed in overcoming 
(,,) the more I like my English lessons 
(b) the more I want to face and solve complex problems 
(c) the less am interested in the course. 
t except for Item 83 where it is 0: 
5 for Items SS, 62 and 6S, and 3 for the others. 
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from both AE and Motivation, or at least from aspects of Motivation, 
such as Readiness and Willingness to learn, and that the Readiness-
Willingness aspects of Motivation start off from Bome activity-enjoyment. 
Table 4.14(c) gives the percentages, and the Means and 
Standard Deviations of the different items of AE1 and AE2 in both 
samples. It should be remembered that AE1 consists of multiple choice 
items and, therefore, that the percentages refer to the respondents 
opting for one of the three alternatives in brackets (i.e. (a) to 
(c». The meanings of the alternatives are available from the legend. 
AE2 consists of four items of which three (items 55, 62 and 65) are 
straight forward statements and one (item 72) is a multiple choice 
item with three alternatives «a) to (c». The scores a, b, and 
c in the table (Table 4.14 (c», therefore apply to the latter whereas 
CA, PA, NO, PO and CD apply to the other three items. 
(b1) AE1 and AE2 
As far as AE1 is concerned, Table 4.14 (c) shows that 51.8% 
in Sample 1, and 48.6% in Sample 2, of the population surveyed claim 
that they like their English lessons more if they succeed in overcoming 
their learning problems or obstacles (item 83,a); 26.5% in Sample 1, 
, 
and 32% in Sample 2, claim that the more problems or obstacles they 
Succeed in overcoming, the more they want to face and solve complex 
problems (item 83,b);' 21.7% in Sample 1, and 18.3% in Sample 2, say 
that they get less interested in the English course, the more problems 
and obstacles they succeed in overcoming (item 83,c). Obviously 
fewer people are in the last category. The results thus show that 
about an average of 30% of the total population of both samples together 
are 'problem-solving! oriented, and that the great majority of the 
population just enjoy the lessons if they manage to solve learning 
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problems. For them it is not the nature of the problem that matters 
but the solution of the problem. It is not the process leading to 
the solution of the problem which matters, but the output. Such 
an attitude does not lead to the development of learning strategies 
through problem-solving. Unlike them, the 'problem-solving oriented' 
respondents (let us refer to them as 'inquirers') are more inclined 
to develop strategies for solving problems. 
The suggestion above that the learners who are concerned 
with the results or output in order to enjoy their lessons make no 
effort to develop further strategies, and that the inquirers will 
develop more and more strategies is, to some extent, supported by 
the results of item 73. 36.1% of the population in Sample 1 and 
39.6% in Sample 2 maintain that they would like to have only English 
spoken during English classes (item 73,a). These are presumably 
the inquirers. They want to face difficulties in order to look for 
ways of solving them. The great majority of the population in both 
Samples (57.8% in Sample I, and 58% in Sample 2) go for an intermediate 
degree of difficulty where French and English are used during the 
English classes. These are mainly the 'Solution/result lovers'. 
, I 
The low percentage (6% in Sample 1 and 2.4% in Sample 2) of those 
who want a lot more French than English during the English classes 
(item 73,b) is perhaps an indication that there are only very few 
learners who are not prepared to make the necessary effort to overcome 
their learning problems, given the opportunity to do so. The results 
for items 81 and 76 support this opinion in that only a maximum of 
7.6% is unwilling or not prepared to work hard or use English for 
communication, given. the opportunity to do so: 
(a) 7.2% in Sample 1, and only 3.6% in Sample 2 say that 
they would never speak English with their neighbours 
if they were anglophones (item 81,b); 
(b) 7.2% in Sample 1, and 7.6%in Sample 2 would just 
skim over their English homework, rather than working 
carefully making sure that everything is understood 
(item 76,c). 
This analysis suggests that lack of readiness and/or willingness 
to act hinders the development of learning and/or communication 
strategies and activity-enjoyment. The analysis of AE2 takes us 
to a similar conclusion. Here, a total of 64.6% in Sample 1, and 
of 65.8% in Sample 2 maintain that the more learning problems they 
can resolve, the more they enjoy their English course, and the more 
English they want to learn (item 65); 23.2% in Sample 1, and 17.9% 
in Sample 2 remain undecided; and a total of 12.2% 
in Sample 1, and of 16.4% in Sample 2, disagree with the opinion. 
Item 62 (The more English I understand, the more English I want to 
learn) on its side has a total of 66.3% in Sample 1, and 73.2% in 
Sample 2, of agreements; 25.3% (Sample 1) and 16.8% (Sample 2) of 
no opinions, and a total of 8.4% (Sample 1) and 10% (Sample 2) of 
disagreeme~'ts. Item 55, related to Perseverance, scores 74.7% (Sample 
1) and 74.8% (Sample 2) of agreements; 16.9% (Sample 1) and 14.8% 
(Sample 2) of indecisions; 8.4% of partial disagreement in Sample 1 
Where there is no complete disagreement; and a total of 10.4% of 
disagreements in Sample 2. When it comes to item 72, related to 
RW, we notice that 56.6% in Sample 1 and 56.8% in Sample 2 are ready 
and willing to speak English outside school, given the opportunity 
(items 72,a); 38.6% .(Sample 1) and 40.8% (Sample 2) would speak it 
Occasionally (item 72,b), and only 4.8% in Sample 1, and 2.4% in 
Sample 2, are not at all prepared or willing to speak it. The suggestion 
Table 4.1 4(d) 
.. 
Percentages of the Factor ; "Readiness and 
Willingness" in both Samples. and Table of 
the Jileana and Standard Deviations 
Hinimum :: 1 : r·taximum :: 3 
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~ ITEM 77 ITEM 75 ITEN 71 lPLE SCORE S1 S2 S1 S2 S1 S2 
(a) 56.6 62.8 3.6 2.0 12.0 14.0 
(b) 31.3 30.4 89.2 92.4 21.7 19.6 
(c) 12.0 6.8 7.2 5.6 66.3 66.4 
F: ===~========= 1=,.- - --- ===:======= ================ 
lMean 1.554 1.44 2.036 2.036 2.542 2.524 
3D 
.703 .62 .329 .274 .704 .72S 
~ 83 250 83 249 83 250 
Legend: 
S1 = Sample 1 
S2 = Sample 2 
(a); (b) or (c) = one of the alternatives of the multiple choice 
questions 
SD = Standard DeViation ' 
N = Number of Valid Cases 
ITEM 71 = I study my English lessons 
(a) from time to time (once or twice a month) 
(b) hardly ever 
(c) ve~ frequently (54)* 
ITEM 75 = When I hava a problem understanding something we are 
learning in English class, I 
lal only seek help just before the exam b immediately ask the teacher for help c just forget about it (58) 
ITEM 77 = When an obstacle crops up in my English course or when I 
have a problem understanding something we are learning in 
EITliSh class, I la change approaches until it works b pause to deal with the problem again afresh c just forget about it 
*The figures in brackets refer to Gardner et aI's items from which 
the present items derived. 
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being that lack of Readiness and/or Willingness to act entails lack 
of Activity-Enjoyment and very little chance of Perseverance, which 
is the same conclusion as the one reached in our analysis of AE1. 
So far we have seen that Activity-Enjoyment works hand in 
hand with LELS and RW (cf AE1); and with RW and Perseverance (cf 
AE2), no matter what the direction of the influences. If we look 
at the connection between AE1 and Incentive (Table 4.14), it appears 
that the great majority of the population (77.1% in Sample 1, and 
85.7% in Sample 2) are inclined to rewrite their assignments correcting 
their mistakes. Which suggests that it is those who take their time 
to correct their mistakes while rewriting their assignments who enjoy 
their lessons and develop strategies to cope with further problems. 
This point is further suggested and supported by the connection between 
AE1 and RW. 
(b2) AE1 and RW 
AE1 is connected to RW through item 76. We have observed 
(cf b1) that only a very small minority is unwilling to work hard. 
With reference to ite~ 76, Table 4.14(c) shows that the majority 
, 
of the respondents (56.6% in Sample 1 and 67.6% in Sample 2) do their 
homework with care and concern. We have also observed that even 
more respondents (77:1% in Sample 1, and 85.7% in Sample 2) correct 
their mistakes and rewrite the homework (item 82,b). These are two 
tYpes of readiness and willingness and lead to a third type of Readiness 
and/or Willingness (RW) referred to here as 'Survival Strategy' 
(cf Table 4.14, factor 8). Table 4.14(d) gives the details of the 
third type of RW. It shows that 56.6% in Sample 1, and 62.8% in 
Sample 2 change their problem-solving approach whenever an obstacle 
' ... to _. 
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crops up in their learning (item 77,a); 31.3% of the population in 
Sample 1, and 30.4% in Sample 2, use a different strategy: they pause 
and deal with the problem afresh, after a while probably,after 
reflecting over it or its nature and the difficulties involved; 
12% of the population in Sample 1, and only 6.8% in Sample 2 forget 
about the problem and subsequently fail to learn or understand the 
pOint being learned (item 77,c). 89.2% of the total population in 
Sample 1, and 92.4% in Sample 2, immediately ask the teacher for 
help when they have a problem understanding what is being learned 
in class; 7.2% (Sample 1) and 5.6% (Sample 2), just forget about 
the problem and the thing being learned, and 3.6% in Sample 1, and 
2% in Sample 2 seek help just before the examination (cf item 75). 
For item 71, the majority of the population (66.3%/66.4%) claim to 
study their English lessons very frequently (71,c); 21.7% in Sample 
1, and 19.6% in Sample 2, confess that they almost never study their 
English lessons; and 12% in Sample 1, and 14% in Sample 2 say that 
they study their lessons from time to time only! We are here confronted 
with a few strategies used by Zairean learners to survive their English 
Course. The approaches most used or used by the greatest number 
of respon.dents in decreaSing order of percentages are: 
, 
1. Asking teacher for help immediately after a problem 
ari~s (89.2% and 92.4% respectively in Sample 1 and 2) 
2. Frequent or regular study of lessons 66.3% and 66.4% 
respectively in Samples 1 and 2) 
3. Intermittent problem tackling (31.3% and 30.4% 
respectively) • 
The approaches used by the fewest number of people in increasing 
order of percentages.are: 
1. Seeking help before the exam over a problem (3.6% and 
2% respectively in Sample 1 and 2) 
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2. Ignoring the problem (items 75c and 77c, Table 4.14(d» 
3. Sporadic study of lessons (12% and 14% respectively) 
4. Indifference towards the course (21.7% and 19.6% 
respectively) 
Obviously these strategies depend upon the learners' readiness or 
willingness to work and learn English. This is what justifies the 
RW labelling of this factor. Table 4.14 suggests that RW depends 
upon the underlying RW of the AE1. This suggestion further suggests 
that AE and Motivation (RW) work together to stimulate problem-solving 
strategies and maintain Perseverance in language learning. If it 
is agreed that the survival strategies spring out of the learners' 
readiness and/or willingness to learn, and that Motivation is, among 
other things (cf 2.3.2.3) an energiser of activity, then we should 
relate RW to Motivation as in Fig. 2.4. That is, survival strategies 
stem from the learners' motivation, are activated by their enjoyment 
of activity and are manifested through their perseverance as suggested 
by the link between RW and Perseverance. 
(b 3) RW and Perseverance 
, 
The link between RW and Perseverance is established through 
item 71. With reference to the results in Table 4.14(d) discussed 
above the negative sign of the loading on RW and the positive loading 
on the 'Perseverance' factor indicate that the less ~ently one 
. r-
studies one's lessons the more perseverant one will have to be in 
order to succeed. This is only commonsense: either one works regularly 
on one's problems and thus minimises the degree of difficulty. or 
one does not and thus accumulates the difficulties to be faced 
eventually. The latter will have to be perseverant enough and certainly 
more perseverant than the former (or at least as perseverant as 
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Table 4.14(e) 
PERSEVERANCE INCENTIVE 
Item 29 Item 78 Item 49 Item 82 
mple ~Score S1 S2 S1 52 S1 S2 S1 S2 
~ean 20634 20496 1.892 2.016 1.988 2.171 2.229 2.096 
SD 
lNumber of 
Valid Cases 
Legend 
S1 = Sample 
S2 = Sample 2 
1.462 1.369 
82 246 
SD = Standard Deviation 
.897 .940 1.099 10248 .423 
~3 252 83 251 83 251 
ITEM 29 = The more I learn English, the less English I understand. 
ITEM 49 = It is important for me to learn English because I think it 
will SOme day help me to get a good job (with good money). 
(16 )* 
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ITEM 78 Considering how I study English, I can honestly say that Is 
(a) do just enough work to get along 
(b) will pass on the basis of sheer luck or by chance for I 
do very little work 
(c) really work hard. (66)* 
ITEM 82 = After I get my English assignments back, I: 
(aj just throw them in my desk and forget them 
(b always rewrite them, correcting my mistakes 
(c just look them over, but don't bother correcting 
mistakes. (72)* 
*Note I The number in brackets at the end of an item refers to Gardner et 
al's item from which the current item is derived, or adapted. 
(Gardner et a1 1979). 
I 
I 
\' I 
i 
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the former) to solve the same problem. The results obtained from 
the questionnaires, show the mean of 2.634 and the standard deviation 
of 1.462 in Sample 1 for item 29 (The more English I learn, the less 
English I understand) (cf Table 4.14(e». In Sample 2 Table 4.14(e) 
shows the mean of 2.496 and the Standard Deviation of 1.248 for item 29. 
Thus the middle point of the responses received in both samples is 
in the region of positive answers, thus suggesting that it is accepted 
that the more English is learned the less of it is understood. As 
a matter of fact a total of 52.5~ of the population in Sample 1 and 
of 58.1% in Sample 2 agree with the statement, a total of 29.3% in 
Sample 1, and of 24.8% in Sample 2 disagree, and 18.3% in Sample 
1, and 17.1% Sample 2 remain undecided. An alternative interpretation 
is that for most Zaireans, no matter how regularly they study their 
English lessons, they have to struggle to get it right, since the 
more they learn the less they understand. This alternative in effect 
reinforces the first interpretation that the less frequently one 
studies one's lessons, the more perseverant one will have to prove 
to succeed. The other component of the 'Perseverance' factor is 
an item of willingness confirming the suggestion made all through 
the discussion that s~mething of a will is essent~al for Perseverance 
, 
as well as for Activity-Enjoyment, and that Perseverance results 
from a long process or, indeed, from a series of processes one of 
which is the Dynamic of Motivated Behaviour discussed earlier in 
(b) above. It is believed that this dynamic leads to the Dynamic 
of Perseverance. The link between RW (as a component of Motivation 
proper) and Perseverance comes as a support to the belief. Another 
activator of Perseverance is to be found in Language Experience and/or 
Learning and Communication Strategies - strategies that, it is believed, 
are generated thro.ugh Perseverance. The link between AE2 and LELS 
tends to support the point. 
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Table 4.14(f) Percentages of the Factor : "LanguaGe Experience and 
learning strategy" in both Samples, and Table of the 
Means and Standard Deviation~: Minimum = 1. Maximum 
= 5 
~ ITEM 10 ITEM 56 ITEI'l 63 ITEM 52 AJ.'lPLE SCORE S1 S2 S1 S2 S1 S2 S1 S2 
CA 38.0 37.9 15.9 26.9 19.3 21.5 17.1 19.3 
IPA 31.6 31.3 32.9 29.3 22.9 21 .1 24.4 30.1 
1N0 8.9 6.6 28.0 18.9 10.8 10.0 4309 36.1 
IPD 11.4 13.6 12.2 15.3 14.5 14.7 11.0 10.0 
~D 10.1 10.7 11.0 9.6 32.5 32.7 3.7 4.4 
F==== == F" ------- =======--::= 
1ean 2.241 2.28 2.695 2.514 30181 3.159 2.598 2.502 
IsD 1.342 1.371 1.204 1.295 1.563 1.584 1.017 1.052 
IN 79 243 82 249 83 251 82 249 
Legend 
S1 = Sample 1 
S2 = Sample 2 
CA = Complete Agreement 
PA = Partial Agreement 
NO = No Opinion / PD = Partial Disagreement 
CD = Cbmplete Diaagreement 
SD = Standard Deviation 
N = Number of Valid Cases 
ITEM 10 = To better assimilate English I often refer to mrknowledge of 
French. 
ITEM 52 = The more I succeed to solve my learning problems, the more 
problems I want to solve. 
ITEM 56 = When I learn a foreign language, namely English, I use the same 
techniques (strategies) as for French. 
ITEM 63 = To master French I often refer to my mother tongue and/or to 
the other languages that I speak well. 
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(b4) Activity-Enjoyment 2 and Language Experience and Learning 
Strategies 
AE2 links up with LELS through item 65 (The more learning 
problems I can resolve, the more English I want to learn) at the 
loading of .40 (cf Table 4.14). As will be remembered, item 65 is 
the first item of the factor labelled Activity-Enjoyment 2 (AE2), 
and has the majority of agreement of 64.6% (Sample 1) and 65.8% 
(Sample 2) (cf Table 4.14(c» with the mean of 2.244 and the standard 
deviation of 1.025 in Sample 1 and the mean of 2.251 and the standard 
deviation of 1.147 in Sample 2 (cf Table 4.14(c». It is probably 
surprising and perhaps difficult to notice that item 52, equivalent 
in formulation to item 65, does not get equivalent positive agreement 
(41.5% vs 64.6% in Sample 1 and 49.3% vs 65.8% in Sample 2). This 
may mean or indeed can be explained by the fact that there are more 
'solution-lovers' than 'inquirers' among Zairean learners, to judge 
from the standard deviation of both samples (1.017 in Sample 1 with 
a mean of 2.598 and 1.052 in Sample 2 with the mean of 2.502) (cf 
Table 4.14(f». The suggestion then is that there is more enjoyment 
or feeling of satisfaction mingled in the concept of LELS rather 
than Perseverance propkr, which would justify failure in achievement 
on the part'of' Zairean learners, as a result of improper use 
, 
, 
of learning strategies. Furthermore, it might be argued that item 
52 is rather a statem'ent of activity-enjoyment. This argument further 
supports the pOint that Zairean learners enjoy finding solutions 
to problems (i.e. the end of the activity) more than the actual problem-
Solving activity. Which comes to the same conclusion as above. 
Whatever the case is,past language experience proves to be an important 
associate of AE and essential for the type of learning strategy 
~, ':' ........ 
illustrated here, namely: reference to already known or mastered 
languages. The three statements about past language experience 
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(items 10, 56 and 63) show a gliding variation from positive scopes 
towards negative ones. Consider, for instance, the means and standard 
deviations of all three items (Table 4.14(f». We notice that the 
mean for item 10 is much lower and, therefore, more positive than 
the means of the other two items in both samples, and that the lowest 
SD is the SD for item 56. It means that the respondents agree more 
with the opinion in item 10 and that they are more clustered together 
around the mean in their opinions when it comes to item 56. In 
everyday language that is: (a) many people (69.6% in Sample 1 and 
69.2% in Sample 2) agree that they often refer to their knowledge 
of French to better assimilate English (item 10) but the gap between 
the 'agreements', the 'disagreements' and the 'no opinions' is wide, 
i.e. wider than in item 56; (b) fewer people (48.8% in Sample 1 and 
56.2% Sample 2) agree that they use the same techniques or strategies 
as for French when they learn English, but the gap between the 'agree-
ments', the 'disagreements' and the neutra1s is closer. 
Item 63, as.! its mean indicates, turns out to have more 
disagreemehts (47%E1~ and 47.2% S2) than agreements (42.2% Sl and 
46.6% S2). On top of that the spread around the mean is bigger than 
for the other two items. What does this tell us? That Zairean learners 
of English do refer to their past learning experience of other languages 
(i.e. French) to cope with English. When it comes to the learning 
of French (their first European language) we get nearly the same 
percentage of agreement and disagrement that they refer to their 
mother tongue, with the balance leaning towards the disagreement. 
Does this mean that those who do not refer to their mother tongue 
• • ". 10' 
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are so confident with their French that they end up thinking in French, 
or does it mean that they only have the illusion of thinking in French? 
The answer to this question is beyond the scope of the present thesis. 
However, elements of responses can be found inour analysis of the 
self-evaluation on language competence (cf 4.2.9) where the percentages 
of those who claim to be excellent in French are below the percentages 
of the mother tongue in all four skills (cf Table 4.11). What is 
obvious from the present results is that as far as English is concerned, 
the learners refer to their learning experience of languages other 
than their mother tongue. This learning strategy provides them with 
a sense of satisfaction in learning English. Or, to put it differently, 
their need for satisfaction stimulates this particular strategy, 
and the potential underlying Perseverance. 
(b5) The Dynamics of Perseverance 
The current discussion has led us to twelve observations: 
(i) Activity-Enjoyment consists of, or contains features 
of, RW, LELS and Perseverance. Apparently Activity-
Enjoyment consists of, and results from, the exploit-
ation of these features (cf 4.2.10.3,b); 
, 
(ii) the suggestion that Perseverance stems from both 
Motivation and Activity-Enjoyment, and that the 
Readiness-Willingness aspect/component of Motivation 
starts off from AE (cf 4.2.10.3,b). The implication 
being that Motivation draws from AE and, therefore, 
is partly generated by AE (a point suggested in the 
model, Fig. 2.4); 
(iii) the observation that there are at least two types 
of 'Activity-Enjoyers': (a) 'solution-oriented' and 
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(b) 'activity-oriented' (cf 4.2.10.3,bl). Those who 
manifest the former are referred to as 'solution lovers'. 
They do not take advantage of the activities from 
which the solutions that they enjoy derive, and, therefore, 
do not systematically develop learning strategies. 
The 'activity-oriented' enjoyers or learners are referred 
to as 'enquirers'. They reflect over the problem 
and build-up strategies that they can use for further 
problems (cf McMullan 85.5); 
(iv) the observation that only very few respondents are 
unwilling or not prepared to overcome obstacles and 
use English for communication, given the opportunity 
to do so (cf bl); 
(v) the suggestion that lack of readiness and/or willingness 
to act hinders the development of learning and/or 
communication strategies (and abilities), and entails 
lack of AE and very little chance of perseverance(cf bl) 
(vi) the suggestion that it is the learners who are willing 
and ready to work hard and/or on their own who enjoy 
their le/ssons and develop strategies to cope with 
further problems (cf bl and b2); 
(vii) The suggestion that AE and RW (i.e. some aspect of 
Motivation) work together to stimulate problem-solving 
strategies and maintain Perseverance in language 
learning (cf b2)j 
(viii) the suggestion that survival strategies stemming from 
the learners' Motivation, are activated by their feeling 
of satisfaction (AE), and manifested through their 
Perseverance (b2 and b3)j 
I 
.1.: 
335 
(ix) the suggestion that at least willingness is essential 
for Perseverance and Activity-Enjoyment, and that 
Perseverance results from a long process, a series 
of processes among which is the Motivation Process 
(b3) ; 
(x) the suggestion that Perseverance is equally activated 
by (or at least is dormant in) language experience 
and/or in learning strategies that Perseverance generates 
one way or the other, or which are generated through 
perseverance (b3 and b4); 
(xi) the suggestion that Zaireans' failure in achievement 
can be explained as a result of improper or inadequate 
use of their learning strategies caused by lack of, 
or little, Perseverance and low AE (b4). This suggestion 
supports as well as being supported by observation 
(iii). It further corrects the assumption implied 
in observation iii that 'solution-lovers' employ no 
learning strategy; 
(xii) the observation that Zairean learners of English refer 
to their past learning experience of other languages 
to cope with learning English (cf b4). We have postu-
lated that the need for satisfaction (AE) stimulates 
this particular strategy and its implicit Perseverance. 
Put together these observations produce the simplified diagram of 
Fig. 4.3 that, for the convenience of presentation, we present in 
three steps. The first step is the representation of the composite 
elements of the Activity-Enjoyment component as suggested in the 
analysis of the empirical data (Fig. 4.1). The second step consists 
of the representation of the different components revealed or suggested 
FIG. 4.1 Activity - ENJOYMENT : ITS 
COI1PONENTS as suggested in observation (i) 
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by the analysis, in the chain of the learning-acquisition processes 
(Fig. 4.2). The final step represents the Dynamic of Perseverance 
as suggested by the empirical data (Fig. 4.3). It shows the Dynamic 
as a complex of processes (not just one) operating within the learner. 
Four such complexes can be traced in Fig. 4.3: 
(a) the complex AE-RW, Perseverance and AE; 
(b) the complex AE-RW, LELS, Perseverance and AE; 
(c) RW, LELS, Perseverance and AE; 
(d) Learners' Individual Characteristics, LELS, Perseverance 
and AE. 
AE is thus shown as the key concept in the Dynamic of Perseverance, 
since the four complexes singled out above involve AE in the processes. 
RW appears to be the second important concept. It relates Motivation 
direclty to Perseverance, whereas the concept of Incentive does so 
indirectly (see also Table 4.14) through AE. The negative loading 
of item 82 (related to RW) in Table 4.14 suggests that the learners 
who are the least prepared to work hard and/or on their own are precisely 
the ones who enjoy their lessons, to judge from the moderately 
significant correlation of .23 between item 82 and item 83. This 
finding calls for further thinking which further suggests at least 
, 
two types of Perseverance just as there are two types of AE. The 
first type is where one can persevere becaweone is willing and ready 
to do what is required to survive. This is where readiness or willingness 
to work hard and/or on one's own does matter. It involves AEl and 
RW (Table 4.14) and is represented by the complex AE-RW, Perseverance 
and AE (Fig. 4.3). The second type is where one perseveres because 
one has specific motives and/or purposes for learning, and actually 
enjoys the activities meant to meet the purposes. It invplves AE2 
and LELS (Table 4.14) and develops together with LELS. It is 
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Table 4.14(g) Percenta es of the Factor : "Anxiet 
and Table of the Means and Standard 
= 1 Maximum = 
~ ITEM 50 ITEM 41 ITEM 23 ITEM 37 -iPLE SCORE 51 52 S1 52 S1 S2 S1 52 
PA 8.4 4.8 15.9 19.0 8.5 8.5 27.7 26.8 
FA 13.3 10.1 22.0 17.8 14.6 13.8 30.1 28.4 
~O 16.9 13.3 15.9 15.3 9.8 8.9 19.3 18.0 
PD 19.3 22.2 20.7 17.8 24.4 22.8 7.2 12.8 
CD 42.2 49.6 25.6 30.2 42.7 45.9 15.7 14.0 
== =1=: =: == 
Mean 3.735 4.016 3.183 3.223 3.78 3.837 2.53 2.581: 
SD 1.353 1.214 1.441 1 .511 1.361 1.361 1.382 1.37: 
N 83 248 82 242 82 246 83 250 
Legend: 
51 = Sample 1 
52 = Sample 2 
CA = Complete Agreement 
FA = Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement 
CD = Complete DiSagreement 
3D = Standard Deviation 
N = Number of Valid Cases 
ITEM 23 = I am afraid the other students will laugh at me when I speak 
English. (18)* 
ITEH 37 = The less I understand English, the less I strain and persevere 
to learn English. 
ITEM 41 = It embarrasses me to volunteer answers in our English class. 
(40)* 
ITEM 50 = I get nervous and confused when I am speaking in my English 
class. (45)* 
*Note The figures in brackets at the end of the line refer to the item 
from Gardner et al (1979), from which the present item has been 
adapted. 
represented by the other processes suggested in Fig. 4.3. While 
the second type can be referred to as the 'Specific Purpose' type 
of perseverance, the first type is rather related to, and would 
account for learners who have no particular reasons or motives for 
learning English, no specific purposes, but who, nevertheless, do 
well, because they have to, in order to maintain themselves in the 
system. If they have a purpose indeed, it is not for learning, but 
rather for maintaining themselves in the system, not to drop out. 
Reconsidering the items under perseverance in the light of this 
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distinction we can say without fearing to be contradicted that there 
are as many learners in both cases (cf b3). The distinction between 
the SP-type of Perseverance and the non-SP-type (say, the system-
type) is further suggested in the link between Other Language Anxiety 
(AOL) and Incentive. 
(b6) Other Language Anxiety and Incentice 
The factor referred to as 'Anxiety' (AOL) consists of four 
straightforward statements, one of which (item 37) is conceptually 
a Perseverance statement. Table 4.14(g) shows that the AOL statements 
all have their greatest percentages in the region of negative responses 
and that the results are quite wide spread. They also show that 
the Perseverance statement has rather positive responses though the 
opinions are equally wide spread around the mean. With reference 
to the items of this factor, we noti~e that the AOL statements are 
Positively worded. Negative responses to them mean disagreement. 
It follows that Table 4.14(g) reveals that many Zairean learners 
of English are completely or partially free from AOL. An average 
of 27.5% (Sample 1) and of 24.6% in Sample 2 are bound to AOL. Consid-
ering the individual items we notice that the greatest percentage 
· ~'''' . 
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of disagreements is with item 50 (71.8%) followed by item 23(68.7%) 
in Sample 2. In Sample 1, the greatest percentage of disagreement 
is rather with item 23 (67.1%) followed by item 50(61.5%). Whatever 
this difference between samples may mean, it is obvious that the 
majority of the population concerned is not afraid of other students 
nor are they nervous or confused when they speak English in class. 
But some of them confess to be quite embarrassed when invited to 
volunteer answers in their English classes (cf Table 4.14(g) item 41). 
This is explained by the fact that most respondents (a total of 57.8% 
in Sample 1 and 55.2% in Sample 2) are discouraged or persevere less, 
the less English they understand (item 37). In other words, they 
are embarrassed to volunteer answers because they are not confident, 
they are not sure of what they know. This is particularly the case 
if we remember that most of them (52.5% in Sample 1 and 58.1% in 
Sample 2) agreed that the more English they learn, the less of it 
they understand (cf b3). Referring back to our two categories of 
Activity-enjoyers (the solution and the problem lovers) it seems 
appropriate to assume that problem lovers would not offer an answer 
which is not the result of relevant thinking and use of their language 
eXperience and/or learning experience. This assumption implies that 
, 
such learners ~8Uld persevere more if they are confident with their 
LELS and the knowledge that follows. And the more they persevere, 
the more they will enjoy their lessons, provided they are still confident 
with their learning and/or communication strategies. We have referred 
to this type of Perseverance as the 'Specific Purpose' type of Persev-
erance (cf b5). Indeed the link between AOL and the Incentive statement 
(item 49) suggeststhat one of the reasons there are fewer people 
experiencing AOL is that most people (cf Table 4.14(a» have one 
or more purposes for which they are striving to learn English. 
/ 
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Their Perseverance can then be said to be 'Motive Specific' whereas 
the solution-lovers' perseverance is rather 'Survival', as Table 
4.14 suggests. 
(c) Observations 
The analysis of Activity-Enjoyment, Motivation and 
Perseverance alongside AOL,LELS and LP has revealed: 
(i) that LP and AE are the leading concepts of Motivation 
and Perseverance, and that the Incentive is at the 
crossroads, i.e. it backs up the learners' LP and AE 
in the process of learning other languages (cf Fig.2.4) 
(ii) a minimum of two types of LP underlying the learners' 
Motivation which proves to be utilitarian; 
(iii) that Motivation is some type of challenge accounted 
for by the learners' dignity as members of a social 
group, their desire for social recognition, and their 
need for survival; 
(iv) that there is a touch of perseverance in AE, and LELS. 
That is, 'Perseverance' is influenced and influences 
AE and,LELS, or is a function of AE, RW and LELS and 
leads to AE and LELS which, in turn, leads the way 
to problem-solving. 
The anruysis ultimately supports and provides additional information 
for the Model in Chapter Two (Fig. 2.4). It notably supports the 
Dynamics of Motivated Behaviour and Perseverance. It happens that 
the data and subsequently the results do not take us beyond the Dynamic 
of Perseverance to investigate the Dynamic of Problem-Solving or 
Learning-Acquisition. Nevertheless, they suggest the Perseverance-
LELS-Problem-Solving links which are part of the dynamic. In this 
" , 
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respect reference can be made to other researches in the field of 
Interlanguage which support the relevance of such Dynamics as the 
'Dynamic of Problem-solving'. Ellis (1984) is an example. The analysis 
then suggests the following emendation to the conceptual framework: 
(i) the existence of a direct influence of the individual 
difference variables on the incentives; 
(ii) the impact of the incentives on AE turning the one 
way arrow into a double arrow. 
Subsequent to the emendation we get a model in which the relations 
shown in Fig. 4.4 (that is, the Dynamic of Motivated Behaviour and 
of Perseverance) are confirmed. Fig. 4.4 thus shows that the key 
to language learning is LELS revitalised by the learners' Perseverance, 
or the Dynamic of Perseverance where AE appears to be indispensable, 
and central. It further shows the complexities of both dynamics 
and the centrality of AE in the processes. It thus makes sense to 
analyse some of the elements of the context and/or setting in whicn 
AE is bound to occur. This is society at large in the case of informal 
language acquisition. It is the classroom in the case of formal 
language acquisition, or formal instruction. This research being 
rather classroom oriented, the focus is on what language acquirers 
, 
expect the classroom to offer in order to be satisfied and therefore 
enjoy their lessons. This is the substance of the next section. 
4.2.11 I Desired abilities and activities, and the ideal teacher of 
English 
4.2.11.0 Introduction 
This section is concerned with a few elements of the classroom 
seen as a social setting. These are: the teacher, the classroom 
Table 4.15 Desired Ahilities and Activities Rotated 
Fac tor 1>1 a trix : SAl"IPLE 2. (Eigh t Factors) 
ITEM* FACTOR 
86 
87 
94 
88 
85 
92 
95 
91 
90 
89 
93 
99 
1 O~ 
'98 
101 
100 
109 
GeCOCO 
.71 
2 3 4 5 
.66 CREATIVE WRITING + Poetry Reading 
.63-- .38 
.63--037 
.54 I 
.52-- .41 
.43_ 041 
I 
.77 
068 
067 
.54 
Group and Project Work 
.63 
.62 
.49 
047 
.42 
6 7 8 
105 
104 
102 
I (VARIETY of ACTIVITIES) Assistance or help .67 
97 
106 
.38-0 50 
.37--.50 
046 
038 
TRANSLATION + TECmUCAL EL (TTE) 
112 050 
107 .46 
DISCUSSION GROUPS + CLASS SIZE 
110 051 
108 050 
SESSION FREQUENCY + INTENSITY 
111 .49 
113 047 
114 -.53 
96 
Legend GeCOeO = General Communicative competence. 
*See Item content in Appendix I(i). 
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interaction and the learning objectives from the learners' point 
of view. The discussion here follows the factors extracted from 
'Section Four' of the learners' Questionnaire (cf 3.1.1.4). Since 
the results of this section come as support to the discussion above. 
the results will not receive the detailed analysis given to the preceding 
section. 
4.2.11.1 Desired Abilities and Activities 
The Varimax rotated factor Matrix of Sample 2 (Table 4.15) 
shows eight factors of which: 
(a) the first factor is heavily loaded from items related 
to the use of English for Specific Purposes (items 
86 and 87) followed by the items of everyday use of 
English and one related to the educational use of 
English (for cultural and literary purposes). i.e. 
item 88; 
(b) the second factor is heavily loaded from items 91. 
90 and 89 (in that order) related to the educational 
use of English. and from one item (item 93) related 
to the use of English for Specific Purposes. thus 
linking up factor 2 with the first factor; 
(c) the third factor is heavily loaded from two items 
related to the study of language as a system (items 
99 and 98). two items related to the study of language 
through use or interaction (item 103 and 100). and 
an item related to the development of learning-strategy 
and free individual and group work (item 101); 
(d) the fourth factor has some heavy loadings from items 
105. 104 and 102 related to the development of learning-
strategy and/or free individual and group work, followed 
by items 97 and 106 related to the study of language 
through use or interaction. The factor is clearly 
connected with the preceding one, namely the third 
factor; 
(e) the next three factors are loaded from a set of two 
items each related to one of the conceptual categories 
shown under point 4.2 in the outline of the questionnaire 
(cf 3.1.1.6); 
(f) the last factor is negatively loaded from the open 
item 114. 
In view of the loadings of the factors and with reference to what 
we perceive as being common to the items of every factor, we labelled 
the factors as follows: 
Factor 1 
Factor 2 
Factor 3 
Factor 4 
Factor 5 
Factor 6 
Factor 7 
Factor 8 
General Communicative Competence (GeCoCo); 
Creative Writing and Poetry Reading (CWPR) 
Group and Project Work (GPW) 
(A variety of activities for)Assistance or help 
Translation and Technical English (TTE) 
Discussion Groups and Class Size; 
Session Frequency and Intensity 
------------- (No labelling) 
Since the majority of the population (78.4%) had no further comment 
or additions to make on the abilities or skills they would have liked 
to develop and the means of implementation (item 114), we find it 
difficult to label this last factor (Factor 8) of the factor analysis. 
In addition it is worth noting that the analysis of this section 
is limited to Sample 2 because Sample 1 failed to extract factors 
due to the high proportion of miSSing values in the section. 
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The anaQsis of the factors extracted from Sample 2 thus 
indicates that the Zairean learners concerned with here wish to develop 
general communicative competence and, secondly, creative writing 
and skills to read poetry. They expect these skills or abilities 
to be developed through a variety of approaches ranging from commun-
icative teaching approaches to grammar-translation and their implications 
(class size, session frequency and intensity etc). 
The factor named 'General Communicative Competence' reveals 
the importance of specific purposes in learning other languages, 
here: English. Indeed, Zairean learners of English associate 
communicative c~etence (general or otherwise) with, first, the 
ability to read the literature related to their own field of interest. 
This can be anything from Business and Commerce or Science and Technology 
to Literature, or, indeed, from serious to trivial matters. The 
factor further suggests the hierarchy of the desired skills where 
reading comes first and oral communication comes last. It tends 
to show that reading and writing are what most Zaireans go for, without 
neglecting or dismissing the listening and speaking side of language. 
The point is supported or reinforced by the second factor referred 
to as 'Cre~tive Writing and Poetry Reading' (CWPR), and the links 
between both factors. Indeed the four heavy loadings of this second 
factor are from items concerned with reading (item 90), and writing 
(items 91, 89, and 93). The link between both factors suggests a 
preliminary general communicative competence in the four traditional 
skills. This argument in itself supports the point that Zairean 
learners perceive communicative competence in English as being the 
ability to read and.write well and eventually being orally fluent. 
Factors three to seven are some of the approaches suggested 
to meet the learners' desire or, indeed, their needs. The first 
approach (factor 3) suggests an integration of the study of language 
as a system (usage) with language use and the development of learning 
strategies. It is essentially geared towards the integration of 
individual and group work. Its constituent elements appear to be: 
(a) good diction and oral fluency (items 99 and 103); 
(b) a working knowledge of grammar rules and their use 
(item 98); and 
(c) project-work and reading. 
The second approach (factor 4) which suggests itself is related to 
the first and emphasises the assistance side of teaching-learning. 
The learners express the view that they need the help of the teacher 
or anybody else in listening comprehension (item 105), in speaking 
or oral fluency (item 104), in reading (item 102), and in creative 
writing (item 97). This assistance appears to be readily available 
from audio-visual materials, or (to generalise) from any learning-
teaching materials, and activity intrinsically or genuinely aiming 
at the development of the ability for which help is needed, from 
individual (and certainly from group) work and projects of all sorts, 
from out-of-school activities (trips, English clubs, theatre, party 
etc). Clearly the learners want more help than simply being told 
what to do and how to do it (except if or when telling what to do 
and how to do it is meant as assistance to the learner). It is wOTth 
noticing here that the development of talking and reading abilities 
go hand in hand, and consitute the link between both strategies or 
approaches. It looks as if the learners perceive talking and reading 
as essential means or instruments for achieving their objectives 
(cf Kiesse's testimony, Appendix Ill). The suggestion is that 
" Table 4.15(a) s and Means and Standard Deviations 
Minimum = 1 Maximum = of the Learners' 
desired abilities. Sample 2 
GECOCO CliPR 
~ ScORE ITEM 86 ITEM 67 ITEM 94 ITEM 68 ITEM 85 ITEM 92 ITEN 95 ITEI4 91 ITEH 90 ITEM 89 ITEH 9~ 
CA 44.1 52.2 44.2 44.4 ~9.2 45 ~~.5 24.6 ~2.8 25.2 18.9 
J 
PA 34.S 30.7 30.9 34.4 27.6 32.5 3~.1 23.4 ~3.2 . 29.2 29.~ 
10 8.9 7.2 9.6 10 14 6.8 13.9 22.6 13.6 20 20.5 
PD 5.7 4.4 8.8 5.6 9.2 10 10 12.9 12 10.8 14.5 
~D 6.5 5.6 6.4 5.6 10 5.6 9.6 16.5 8.4 14.E 16.9 
F' - ===============--==========--===========-~= =======================--=================== 
~ean 
~D 
N 
Legend: 
GECOCO 
CliPR 
CA 
PA 
NO 
PD 
CD 
SD 
N 
ITEM 85 
86 
87 
88 
89 
90 
91 
92 
93 
94 
95 
1.955 1.805 2.024 1.936 2.232 
1.159 1 .113 1.215 , 1.128 1.324 
247 251 249 250 250 
General Communicative Competence 
Creative Writing and Poetry Rp.ading 
Complete Agreement 
Partial Agreement 
No Opinion 
Partial Disa~reement 
Complete Disagreement 
Standard Deviation 
Number of Valid Cases 
Skill to engage in ordinary conversation. 
- Skill to read ESP. 
= Skill to write letters of all types. 
Skill to read stories and novels written in English. 
Skili to write stories or novels in English. 
Skill to read and understand English poetry. 
= Skill to write poems in English. 
= Skill to read English magazines and papers. 
Skill to write ESP and Professional articles. 
1.988 
1.196 
249 
Skill to listen to, and understand English broadcasting. 
Skill to understand English films. 
2.291 2.734 2.3 2.608 2.811 
1.286 1.395 1.271 1.362 1.356 
248 250 250 249 I 
- - --
Ul 
\J1 
.... 
" 
Table 4.15(b) 
GROUP and PROJECT WORK VARIETY OF ACTIVITIES FOR ASSISTANCE 
~ -SCORE ITEM 99 ITEM 103 ITEM 98 ITEM 101 ITEH 100 ITEM 109 ITEr! 105 ITEH 104 ITKM 102 ITEM 97 ITEH 106 
CA 60 54.7 46 40.8 51.6 39.3 35.9 47.8 40.5 38.1 33.1 
PA 27.3 31.7 36.3 34 34.3 35.5 36.3 29.7 34.4 36 31.4 
110 9 7.4 13.3 17 10.1 14.5 17.3 10.8 18.2 15.8 23.6 
PD 2.9 5.3 3.6 4.8 1.6 6.6 6.5 8 2.4 7.3 fi.6 
CD .8 .8 .8 2.8 2.4 4.1 4 3.6 4.5 2.8 5.4 
-
-
--= - --
Mean 1.571 1.658 1.77 1.948 1.69 2.000 2.065 1.9 1.96 2.008 2.198 
SO .835 .892 .872 1.015 .898 1.086 1.074 1.108 1.043 1.044 1.131 
~ 245 243 248 250 248 242 248 249 247 247 242 
Legend 
CA Complete Agreement 
PA Partial Agreement 
NO No Opinion 
PD Partial Disagreement 
CD = Complete Disagreement 
SO Standard Deviation 
N Number of Valid Cases 
ITEM 97 .. Composition writing exercises. 
98 .. Grammar rules and exercises. 
99 Pronunciation Practice. 
100 
'" Reading Practice/Exercises. 
1 01 Initiation into Research and Projects. 
~~ 102 Reading and Varied Individual Projects. 
103 CONVERSA-TIOIl ACTIVITIES. 
104 .. OUTSIDE ACTIVITIES for Language Use. 
105 .. Listening Activities • 
106 Use of Tapes and Audiovisuals. 
109 = GROUP WORK AT HOME and AT SCHOOL. 
Table 4.15(c) Haximum = of the learners' 
desired activities Factors 
TT~ (Factor 5) DISCUSSION + CLASS SIZE SESSION Frequency 
+ Intensity 
~ -SCORE ITEM 112 ITEM 107 ITEM 110 ITEM 108 ITEM 111 ITEM 11'" 
-~''''. 
CA 14.6 24 0 8 15.1 10.4 18 10.6 
PA 18.3 27.6 24.1 19.3 31 0 6 22.9 
lNo 39 21.5 24.9 26.9 25.4 38.3 
PD 17.5 14.6 17.1 12 11.5 14.7 
CD 10.6 1104 18.8 31.3 13.5 13.5 
r=: =================~~========- p====================== 
~1ean 2.911 2.602 3.004 3.345 2.709 2.963 
Standard Dev. 1.992 1.311 1.332 1.368 1 .271 1 .175 
N 246 246 245 249 244 245 
.~ 
---
- - ----- - -
Legend TTE = Translation and Technical English 
CA = Complete Agreement 
PA Partial Agreement 
NO = No Opinion 
PD = Partial Disagreement w CD Complete Disagreement V1 = w N Number of Valid Cases 
r 
ITEI'i 107 = 
108 = 
110 = 
111 = 
112 = 
113 = 
Translation for Explanation purposes. 
Reduction of class size to 15 pupils. 
No Exams or Exams in Pools of Discussion. 
More English sessions a week. 
More importance to technical English than literature. 
English through Other Subjects. 
UJ 
"" 
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preliminary competence or development of these two capacities will 
help the approaches or the strategies to work, as the learner can 
then talk and ask questions to learn, or read and look up what he 
needs in the appropriate literature to learn. 
The fifth factor contains an element of assistance and 
stresses the explanation side of teaching and learning technical 
language. The association of translation with the explanation of 
difficult items of the target language is an indication that the 
learners need help in comprehension for further learning purposes. 
Under this factor interaction or language use, and usage or language 
as a system come together again, thus substantiating the opinion that 
a balance is needed between language use and usage, a point as old 
as language teaching (cf Chapter One). Factor 6 brings together 
interaction or language use (item 110) and course organisation (item 
108) while Factor 7 brings together session frequency and course 
intensity. A quick look through Tables 4.15(a) to 4.15(c) reveals 
that the majority of the population is positive towards the objectives 
(or skills and abilities), and the strategies or activities singled 
out by the factor analysis. However, the results tend to be less 
, 
clearly positive with the last two factors (cf Table 4.15(c). The 
suggestion is that the learners are not very hot about the opinions 
of the itemsmvolved in these two factors. When it comes to the 
concept of the ideal teacher we get the same impression from Table 
4.16(a), where the majority of the res~dents agree with most of 
the opinions except the opinions under the factor labelled 'liberal 
atmosphere'. 
Table 4.16 
ITEM* FACTORS 
ADDT 134 
133 
136 
135 
132 
Item 120 
115 
117 
116 
122 
119 
126 
125 
127 
121 
123 
124 
128 
118 
131 
130 
129 
The ideal teacher of English Rotated Factor Matrix 
wi t 11 5 ]<'ac to rs • SAf{PLE 2 
.21 
.80 
.68 
.66 
.58 
2 3 4 5 
Learner + Learning centrednesa + 
061 
knowledge of 1ge 
052 
049 
.44 
042 
034 I CONTEnT RELEVANCE 
032 __ - 0 63 
055 
047---039 
.32 I 
LIBERAL ATr10SPHERE 
.55 
.46 
.31 
TL + LL Interaction 
.64 
.32 
Legend :', Add t = addi tion 
TL + LL Interaction = Teacher-Learner and Learner-
Learner interaction 
*See Item content in Appendix rei). 
357 
4.2.11.2 The ideal teacher of English 
Table 4.16 shows the five factors extracted from the Varimax 
rotated Factor Matrix of Sample 2 and how they are connected. The 
first factor is entirely constituted by the five open-ended questions 
(132 to 136) requesting the learners to add in the characteristics 
of the ideal teacher that they think are important but have been 
missed out in the list of characteristics of the ideal teacher provided. 
It so happened that most learners found the list complete enough 
and did not add any particular characteristic. Those who happened 
to write something presented a variety of aspects of the characteristics 
in the list provided. Therefore, Factor 1 was difficult to label. 
In addition we decided not to discuss it as the information it conveys 
is contained in a succinct way in the selection made by the students 
of the essential characteristics of the ideal teacher of English. 
The four factors under consideration here have been labelled 
according to the same principle as before, i.e. according to what 
is perceived as being common to the items involved in the factors. 
As a result, the first of the four factors is referred to as 'Learner 
and Learning Centredness, and Teachers' Knowledge of the Language' 
(LLC-TKL). 'It consists of six items (items 115, 116, 117, 119, 120 
and 122) among which two are concerned with the teacher's linguistic 
competence (items 115 and 116), two others with the 'teacher-learner 
and learner-learner relationships' (items 117 and 119), and another 
two with methodology and/or class or course management (items 120 
and 122). The next factor is referred to as 'Content Relevance'. 
It consists of six items among which two have a loading below .30, 
thus suggesting that they are not particularly informative. These 
are items 123 and 124 related to the study of the spoken language. 
Table •• I6(a) 
The ideal teacher of English 
Pereentaees. Meana and Standard Deviations (Minimum a I. Maximum - 5) of 
lac tors 2 to 5. SAMPLE 2 
Learner-learni!1&' eentredness and Language CONTENT REL!VANCE Knowledge 
~ SCORE 120* 115 117 116 122 119 126 125 127 121 In 
CA 7J.9 65.5 J6 J5.6 59.7 59.6 55.9 
FA 20.4 21.J 26.4 29.1 20.6 27.J 20.7 
NO 4.5 9.2 18 22.7 8.5 6.5 6.9 
PD 1.2 2.B 15.2 7.7 4.4 4.5 6.1 
D --- 1.2 4.4 4.9 6.9 2 2.4 
liean 1.331 1.53 2.256 2.17 1.782 1.62 1.704 
3D .621 .866 1.218 1.142 1.198 .94 1.003 
N 245 249 250 247 248 245 247 
~-.---
*The numbers in the top square of each column are i telll numbers. 
Legend I CA Complete Agreement 
PA z Partial Agreement 
NO No Opinion 
PD Partial Disagreement 
CD - Complete Diaagreement 
SD Standard Deviation 
N Number of Valid Case. 
ITEM 115 The ideal teacher knows and .peaks English perfectly. 
116 He knows and underetands ESP. 
117 - He knows and helps the students to know themselves. 
118 - He is Liberal. 
4J 
JJ.J 
15.J 
7.2 
1.2 
1.904 
.987 
249 
119 He initiates the student. into personal work and thinking. 
120 He explains well and clearly. 
19.4 
24.4 
26.9 
14.9 
14.5 
2.806 
1.31 
242 
121 He plans his course with the students and i8 free from the teztbook. 
122 He liberate8 the 8tudents from the fear of speaking 8ngli8h. 
29.6 
JO.5 
23 
11.5 
5.3 
2.325 
1.17 
243 
123 He teaches more spoken than written language. 
124 He does not bother about (correctne8a of) pronunciation, rhythm ~nd stress. 
125 He makes the students do a lot of grammar work. 
126 He makes the students learn a lot of practical vocahulary. 
127 He teaches English songs. 
J2.5 
28.9 
21.5 
7.7 
9.3 
2.325 
1.262 
246 
128 He teaches aspects of the target culture i.e. Teaching English through other subjects. 
129 He speaks English with the students. 
lJO Speaks le8s, snd lets the students speak e lot. 
131 Makes the students do games 1n class. 
LI BER.lL A TMOS- Teae her-Lea mer 
PHERE +Learner-Leamer 
124 128 118 lJl 00 129 
12.2 11.6 14.6 20.6 45 15.9 
15.5 21.7 17.8 '9 23.3 22 
11 29.3 16.6 17.5 18.9 21.6 
17.6 20.9 19 17.5 5.6 20 
43.7 16.5 32 24.2 7.2 20.4 
J.649 3.088 3.36 }.056 2.068 3.069 
1.468 1.244 1.452 1.4P 1.231 1.}7 
245 249 247 249 249 245 
.~ 
-.;' 
--.l 
The ideal teacher of English 
Table 4.16(b) ideal teacher of 
I 115 116 117 118 119 120 121 122 123 124 125 126 127 128 129 130 131 
1 st Important 45.9 2.4 4.3 .5 7.7 11 .1 2.4 1.9 4.3 2.9 1.4 1 
2nd 8.8 6.9 8.3 2 12.7 23.!.l 2 5.9 3.9 4.4 4.9 1 3 1.5 1 
3rd 2 3.4 2 1.5 11.8 19.1 2.9 12.3 9.8 
== 
6.4 6.4 1.5 2.5 4.4 1.5 
Fourth 2.9 3.4 2.5 7.8 13.2 3.4 12.7 4.9 3.4 7.4 ~.8 2.9 2.5 2.9 6.9 .5 
Fifth 1.5 2 3.9 2.9 3.9 4.9 2 8.3 4.4 2.9 7.4 11.8 2.9 2.5 7.8 13.2 7.4 
= 1========== ================~======================-----=================~=========================================================: 
Fifth less 
Important 1.5 4.6 5.1 7.2 1.5 5.1 4.6 4.1 5.6 4.1 4.6 9.7 5.6 6.7 l~'~ 
Fourth less 2.5 3 5.6 6.6 3 1.5 4.6 3 4.6 7.6 1.5 3 9.1 l,~:~ 10.2 6.1 5.6 === 3rd 5 2 9.5 2.5 5.5 2.5 6 8 3 3.5 11 .1 10.6 7 5.5 3.5 
2nd 2.5 6.1 9.1 2.5 4.1 3 7.1 12.2 4.6 2.5 9.1 10.2 8.6 2.5 4.6 
== 1 st less 
Important 
I 
1.5 9 2.5 12.9 2 .5 2.5 .5 3.5 12.9 1.5 2 5 2.5 8.5 2.5 16~~ 
Note The numbers in the top square of each Column are item numbers. See meaning of items in Legend to Table 4.16(a). 
w 
'Jl 
-..j 
~ 
cr 
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Two of the remaining four items (items 125 and 126) are concerned 
with the explicit content of the course (Grammar and Practical Vocabulary) 
and the other two with the way course content is arrived at or, indeed, 
is exploited. These are item 121,related to course management and 
methodology, and item 127 especially,related to methodology. The 
third factor is labelled 'Liberal Atmosphere', as it contains items 
inducing flexibility in methodology (items 128 and 131) and in 'teacher-
learner-teacher' rapport (item 118). The hst factor is concerned 
with methodology and stresses the interaction of the teacher with 
the learners (item 129) and of the learners among themselves and 
with the teacher (item 130). This justifies its name: 'Teacher-
learner and Learner-learner Interactions'. It thus appears that 
the ideal teacher is a caring, knowledgeable person who helps learning 
to take place without pressure, even though 'Liberal atmosphere' 
appears to have negative scores (cf Table 4.16(a)). This factor 
can be seen positively using the mean argument developed in the preceding 
section. Indeed, since the means of the items in this factor are 
above the code for 'No opinion' we can consider the 'no opinions' 
as positive responses. When added to the percentages of the agreements, 
they give the factor a positive outlook. The negative attitude towards 
'Liberal atmosphere' is further confirmed by the selection of the 
teachers' characteristics perceived as the most important and the 
least important (cf Table 4.16(b)). The sum of the percentages reveals 
that the items under 'Liberal atmosphere' are perceived as the least 
important of all, together with items 124, 127 and 129. 
Conversely, Factor 1, i.e. 'Learner-learning Centredness 
and Teacher's Language Knowledge' gets the highest percentage especially 
items 115, 119, 120 and 122). 45.9% of the population rank item 
359 
115 as the most important characteristics of a teacher, 23.5% rank 
item 120 as the second while 12.7% see 119 as worth being the second 
in the scale, and 12.3% perceive item 122 as being the third in the 
scale. The sum of the percentages reveals that the learners perceive 
items 120 (71.8%), 115 (61.6%), 119(43.9%), and 122 (41.6%) as the 
most important characteristics of a teacher, followed by items 126 
(37.2%) and 130 (27%). What do these figures tell us? That the 
teacher is above all a 'helper', an 'assistant', a 'Disciplined Helper'. 
This point links up with two points made earlier: 
(a) that the teachers' task in language learning is to 
help the learners with the 'travel' to their objective, 
when, and the way, the help is needed; i.e. the teachers 
should help the learners to use their freedom to discover 
and learn the other language in their own way or ways 
using their own speed (cr 1.3); 
(b) that the learners want help from the teacher more 
than being told what to do and how to do it (cf 4.3.11.1), 
except when being told what to do and how to do it 
is used as an approach or strategy to help the learners 
to learn or engage in learning activities (cf 2.2.2, 
and item 120). Item 120 (the ideal teacher explains 
well and clearly) implicitly says that the learners 
need to be clear about the teacher's intentions or 
about what is to be done or going on in order to learn. 
This point is supported by the association of trans-
lation with explanation in 'Factor 5' (Translation 
and Technical English) of the desired abilities and 
activ~ties (cf Table 4.15). 
4.2.11.3 Observations 
The analysis of this section has revealed two objectives 
that Zairean learners of English aim at: 
(a) what has been referred to as 'General Communicative 
Competence; and 
(b) the Educational use of English, where creative writing 
and reading literature are the main feature. 
T~learners reckon that the devices to help them achieve these objectives 
are: 
(a) the study of language as a system; 
(b) the study of the language through use or interaction; and 
(c) the development of learning-strategies and free 
individual and group work. 
(a) and (b) account for language accuracy and fluency whereas (c) 
accounts for the actual act of language learning. 
When it comes to the skills or abilities to be developed, 
we notice that the reading -writing abilities are more favoured than 
the listening speaking (or in Widdowson's terms, the Listening-Saying 
abilities (cf Widdowson 1978: Ch 3». The hierarchy suggested here 
is: readini first, followed by writing and listening followed by 
'saying'. In order to acquire these abilities, the learners reckon 
that the teacher should integrate individual work with group work 
focus sing on oral fluency, accuracy both oral and written, and reading 
and writing. The point is that oral fluency and grammatical accuracy 
a~ seen to serve the reading and writing purposes. The second approach 
to the acquisition of these abilities is perceived to be the assistance 
in listening comprehenSion, saying, reading and writing from the 
teaCher, the learning materials and the learning activities. The 
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means of implementation of the 'assistance' approach is seen as being 
through reading and project writing, talking and hearing in Widdowson's 
sense (cf Widdowson 1978: Ch 3), and through explanation (via 
translation if necessary). The other means of implementation is 
by increasing the number of English sessions and teaching English 
through other subjects. What has been referred to in Table 4.15 
as 'Discussion Groups and Class Size' has been turned down as a way 
ofasslsting the learners in their learning, maybe by fear of failure, 
as group testing would be new to them, and by solidarity with their 
classmates as reduction of class size might imply that some class 
members could not come. 
The points reported or observed here above are what the 
teacher and, indeed, the teaching or learning materials should accom-
modate to meet the learners' expectations. It is then not surprising 
to observe that the teacher's linguistic competence, and his explanation 
capacity and methodology are preceived as essential. The analysis 
of the results of the ideal teacher of English reveals that the learners 
expect the teacher to put his expertise at their service. This suggests 
a teacher-oriented classroom where the teacher is a learning-oriented 
helper, i.e. a carer who assists the learners in their learning when 
he is needed, and does what is required of him, not what he thinks 
is required. This is particularly so with reference to the learners' 
attitude towards the factor named 'Liberal atmosphere', as the learners, 
due to their background, are not very keen about whatever is not under 
the teacher's control. This discussion has, thus, elevated the teacher 
to an even more important place in the classroom and supports the 
POint that the learners' Motivation and Perseverance depend upon 
him and the classroom (cf 4.3.10.3). This is the converse of our 
main hypothesis (Hypothesis I, cr 2.3.2.1) which by way of implication 
is supported ipso facto. Now what are the implications of these 
findings for the learning materials and, indeed, how are we going 
to exploit the information gathered throughout this study? This 
is what our final chapter attempts to explore. 
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CHAPTER FIVE: IMPLICATIONS 
of the Results for Language-Learning 
Materials and Generalisation 
5.0 Introduction 
We take the view that learning materials cannot possibly 
cater satisfactorily for "the whole business of the management of 
language learning", that they are nevertheless useful instruments 
to serve as a framework. In this particular chapter we look at learning 
materials as frameworks for the content, the method and 'Guidance' 
in the sense defined or suggested by Allwright (1981:7-9), and seek 
some practical ways of accounting for Motivation and Perseverance 
as part of the framework constiruted by the learning material. For 
this purpose we need to consider the implications of the findings 
of the present study for the framework or learning materials. 
We have stated in Chapter Two (cf 2.3.3) that our hypotheses 
would be falsified and, therefore, invalid if the model (Fig. 2.4) 
set to test them is falsified; and that the model would be falsified 
if one of the dynamics'suggested in the model proved to be false. 
The analysis of the empirical data has supported the existence of 
such dynamics as the Dynamic of Motivated Behaviour and the one of 
Perseverance, and suggests the one of Problem-solving or Learning-
Acquisition (cf 4.2.10.3,a and b5). In addition, it corrects some 
of the assumptions of the model, thus impro¥ing it (cf 4.2.10.3,c). 
The analYSis has, at the same time: 
(a) revealed and, indeed, supported the Zairean learners' 
linguistic profile (cf 4.2.8 and 4.2.9); 
(b) revealed the learners' attitudes towards the different 
languages (cf 4.2.8 and 4.2.9) suggesting their statuses; 
(c) revealed by way of implications the learners' concept 
of, and attitudes towards learning other languages 
(ef 4.2.11). 
In view of the factoring results of the 'Ideal Teacher' component 
of the empirical instrument, where 'Learner-learning' is perceived 
as an important, if not essential, element of the factor, it makes 
sense to understand what the learners understand by learning other 
languages before engaging ourselves in consideration of the impli-
cations of the findings of the study as a whole. Indeed, failure 
to grasp the learners' concept of learning other languages in their 
own environment would mislead any conclusions drawn from the findings 
for application in learning materials. 
5.1 The Zairean learners' concept of learning other languages 
For Zairean learners of English, learning other languages 
appears to be equated with developing general communicative competence 
in all four skills with a good dose of reading and writing, made 
possible by a lot of grammar and practical vocabulary, conversation 
practice and the development of learning-strategies through free 
individual and group work (cf 4.2.11.3). It just happens that 
Zairean lea~ners do not read that much for lack of reading materials 
probably, but most of all because of their tendency to be 'solution-
enjoyers' rather than 'enquirers' (cf 4.2.10.b1). This is what 
justifies learning by rote, a consequency of which is the learners' 
reproduction of the teacher's lessons in examinations, a feature 
much criticised in the Zaire an school system. 
Rote memorisation in Zaire an society has its roots in the 
colonial strategy and ideology of education in which Zairean learners 
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were not allowed to think for themselves lest they discovered things 
the coloniser did not wish them to know. Thus the learners were 
bound to learn what they were told to learn, not more and certainly 
not less, as this would entail failure. Considering that the school 
system is not very different now from that of the colonial ideology 
of education, it follows that Zairean learners' concepts of learning 
other languages extracted from the empirical data are only an expression 
of what they do not have and would wish to see happening in their 
language classes. It is not surprising then that their Motivation 
dies as they progress and the years pass away (cf 4.2.10.3,b3). 
It follows that the teacher needs to meet the learners' concepts 
of learning other languages to keep or sustain their Motivation. 
This is one of the points the SP-Squared Approach described in Chapter 
Two is meant to tackle (cf 2.3.3.2). How so? This is what we are 
leading to. 
5.2 The Zairean learners' linguistic profile and attitudes 
towards the different languages surveyed 
We found in Section 4.2.8 that most Zairean learners are 
at least trilingual before they actually master French. Which means 
that by the" time they start learning English they are quadrilingual 
with a varied degree of competence in the languages they use. Section 
4.2.9 revealed that Zairean learners have a very high opinion of 
themselves in matters concerning their linguistic competence in other 
languages especially in English. This is an indication, we have 
suggested, of favourable attitudes towards the other languages concerned 
including English. The point is further supported by the results 
of the survey on their attitudes towards learning other languages 
(cf 4.2.10.1), and the results of the scale 'Zairean versus other 
languages and peoples'. Here we found that Zaireans value English 
and, indeed, any other language provided it does not threaten their 
cultural background. We also found that they equally value their 
respective mother tongues at the expense of what is referred to as 
'National languages'. To them their mother tongues are more important 
than the national languages, a point often ignored in Zairean official 
decisions (cf 0.1.1.3). The point about this finding is that the 
social and cultural or, indeed, psychological reality that the learners 
do not wish to be jeopardised is the one represented by their mother 
tongue, rather than the so-called national languages. This appears 
to be an important factor to consider in an attempt to incorporate 
motivational factors into learning materials as content rather than 
a bY-product of methodology and the material's structure. 
5.3 Motivation and Perseverance 
The analysis related to Motivation and Perseverance (4.2.10.3) 
is an effort to falsify the model as best we can, and subsequently 
to modify our hypotheses to suit the resulting model, that is, in 
light of the latter. It so happens that the analysis substantiates 
the model in correcting some of its assumptions, and ipso facto supports 
the hypothe'ses. It suggests that learning purposes not only influence 
the motives for learning other languages but they actually lead to 
them (cf 4.2.10.3,a). We argued that learning purposes in the case 
of Zaire are rather utilitarian as opposed to aesthetic and include 
both the integrative and the instrumental orientations of Motivation; 
and that the integrative tendency of Zaire an learners' motives are 
in effect an instrument for achieving their goal contained and reflected 
in Learning Purposes and Incentive. It just happens that the incentive 
element conc~ned here is concerned with job prospects, and the money 
\ ' .. ' 
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behind them. This is what justifies the argument that even Integrative 
Motivation is, in essence, instrumental and therefore utilitarian 
in the Zairean context. The argument is in line with Skutnabb-Kangas 
(1981) in his distinction between the motivation orientation of 
bilinguals belonging to the minority versus the majority language 
groups. 
In this particular instance, incentive refers to the need 
for survival in society and/or the benefits of knowing English in 
society (cf McDonough 1981:143). The relationship between incentive, 
learning purposes and motivation thus comes in support of the dynamic 
we referred to as the 'Dynamic of Motivated ~ehaviour' (cf 2.3.3), 
in that it suggests that incentive appeals to the learners' individual 
characteristics to generate Motivation (cf 2.3.3.1 and 2.3.4.3). 
The analysis of the various connections of Activity-Enjoyment with 
the Incentive factor, the Survival Readiness-Willingness and Language 
Experience and Learning Strategy suggests a back flow from the learners' 
individual characteristics to Incentive and from Incentive to Activity-
Enjoyment, thus ~stifying the two-way arrows linking the learners' 
Affective and Cognitive characteristics component to the Incentive 
one, and the Incentive component to Activity-Enjoyment (cr Fig 4.4)* 
The analysis led to twelve observations (cf 4.2.10.3,b5) which support 
our second dynamic altogether (cf 2.3.3.1) referred to as the 'Dynamic 
of Persevernce'. The latter suggests a complex of processes operating 
within the learner among which four have been singled out {cf Fig 
4.3).** These are: 
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(a) the-complex AE-RW, Perseverance, and AE; 
(b) the complex AE-RW, LELS, Perseverance, and AE; 
(c) RW, LELS, Perseverance and AE; and 
(d) the learners' individual characteristics, LELS, Perseverance, 
and AE, 
thus consecrating the Activity-Enjoyment component as the key to 
Perseverance. The Readiness-Willingness component appears to come 
second in importance as it related Motivation directly to Perseverance. 
Incentive here appears to relate to Perseverance quite indirectly. 
This is an instance of the falsification of the model in its assumptions 
as the link between Motivation and Perseverance appears to go from 
Motivation straight to Perseverance rather than through the Incentives 
suggested in the model (Fig. 2.4).* A more serious instance of the 
falSification of our model is instance (c) where aspects of Motivation 
appear to relate quite directly to the learners' LELS, which, according 
to our hypotheses, result from the learners' perseverance. This 
is a very serious argument against our concept of perseverance as 
it supports the hYpothesis that motivation can well lead the learner 
to develop learning strategies Which are not the result of any type 
of perseverance in the sense of this study. A third equally disturbing 
finding is the direct link between the learners' individual difference 
characteristics and LELS equally questioning the relevance of the 
, 
definition of perseverance. 
To· deal with these findings which, thou~they do not reject 
the existance of the dynamics suggested in the model, refute the 
key concept of the study, we need to consider other related findings. 
These are : 
(a) the distinction between the solution-lovers and the 
enquirers, and the suggestion of at least two types 
of perseverance (cf 4.2.10.3,b5); 
* p 160 
(b) the position of Activity-Enjoyment in the process, 
(cf 4.2.10.3.b5); and 
(c) the absence of the backward evidence from LELS to RW 
(cf Fig. 4.2 or 4.3). 
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The distinction between the solution-lovers and the enquirers derived 
from two types of Activity-Enjoyments. One is concerned with the 
results of the activity, the other is concerned with the activity 
itself and its nature. Those who ascribe to the former type of AE 
are the solution-lovers, the others are the enquirers. We have argued 
that the solution-lovers do not take advantage of the activities 
from which the solutions that they enjoy derive, and that, therefore, 
they do not systematically develop learning strategies. It may well 
be that they resort to fixed or well-established strategies such 
as rote memorisation referred to above (cf 5.1). The vast majority 
of the population of both samples, we have found, enjoy their English 
lessons more if they succeed in overcoming their learning problems 
or obstacles (51.8% in Sample 1 and 48.6% in Sample 2). 26.5% in 
Sample 1 and 32% in Sample 2 claim that the more problems or obstacles 
they succeed in overcoming, the more they want to face and solve 
complex problems (cf 4.2.10.3,b1). 21.7% in Sample 1 and 18.3% in 
Sample 2 simply lose interest as they fail to overcome their learning 
problems. Considering that Activity-Enjoyment is vital for Perseverance 
to occur, this minority, which is not so negligible, is already a 
lost lot. The majority of the population constituted by the other 
two groups will use their language experience and/or learning strategies 
to learn and their Perseverance resulting from their enjoyment to 
keep on learning (cf Fig. 4.3). But since the solution-lovers are 
result-oriented, they are more likely to drop out if an obstacle 
that their fixed strategies cannot tackle crops up. The enquirers 
On the other hand, will pause and reflect over the problem and attempt 
to solve the problem, thus building up new strategies over the already 
eXisting ones. Hence two types of Perseverance: a type which is 
not far from Activity-Enjoyment and does not necessarily lead to 
the development of learning strategies and another type which is 
sustained by (as well as it sustains) the learners' language experience 
and/or learning strategies. The latter is the type we are concerned 
with in this thesis. This is the type which is educable and, therefore, 
can be exploited in learning material. The former is rather the 
type where one can persevere or keep on learning the other language, 
because one is willing and ready to do what is required to survive. 
The position of AE in the dynamics involved here (this is 
our second consideration) and the absence of the reverse relation 
from LELS to Motivation (our third consideration) suggests that 
Motivation can only be sustained through Perseverance and Activity-
Enjoyment. These three considerations together minimise the effect 
of the refutation of the concept of Perseverance in the sense of 
this study, as well as supporting the main hypothesis of the thesis 
(cf 2.3.2.1, Hypothesis 1).* In other words, these considerations 
., 
Suggest that learners can develop learning and communication strategies 
without necesssarily being perseverant, but in order for these learning 
and communication strategies to sustain the learners' motivation 
to learn, they need Perseverance in the sense of this study, which 
sUpports our first hypothesis. 
In the analysis of the results obtained with the factor 
'Anxiety' we came to the concluSion that confidence with one's LELS 
helps one to persevere more. This is particularly the case for the 
'problem-lovers' or the 'enquirers'. 
* p 154 
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The study of the learners' desired abilities and activities 
and of their concept of the ideal teacher revealed, among other things, 
two essential points which have obvious implications for Motivation, 
Perseverance and Learning Materials. These are: the abilities to 
be developed (or the learners' learning objectives) and the manner 
of implementation, and the hierarchy of the desired abilities. The 
former suggest (mind you!) a teacher-oriented class where the teacher 
puts his expertise at the service of the learners learning. That 
is, a teacher and learning oriented class. The second point suggests 
the development of the learners' reading and talking abilities as 
preliminaries to further, or the actual, learning of reading and 
writing. 
5.4 Implications for Learning Materials 
The learners' concepts of learning other languages implies 
that the learning materials should be able to foster the development 
of general communicative competence in all four skills. However, 
we know from the analysis of the abilities the learners wish to acquire 
and the devices that they reckon will help to achieve their objectives 
(cf 4.2.11.1), that they mostly want the ability to read particularly 
specialist literature (commonly referred to as ESP (English for Specific 
Purposes»and the ability for creative writing. To achieve this, 
the learners reckon that reading and project writing, and talking 
WOuld be helpful. The implication for learning materials being that 
they should cater for talking practice and topics for reading and 
project work. If we take Widdowson's point (Widdowson 1978:68) that 
these abilities are essentially 'ways of creating or re-creating 
discourse in different modes', then the learning materials should 
develop the learners' awareness of the elements involved in the creation 
3'1,' 
and/or re-creation of discourse in the different modes. How can 
this be done? This is what the Sp-Squared Approach proposed in Chapter 
Two (cf 2.3.3.2) is concerned with (cf 5.5). 
On the other hand, the learning habit of Zaireans implies 
that learning materials should cater for memory exercises to meet 
the needs of those who cannot learn otherwise than through that 
strategy. This point is to be taken seriously, for as long as the 
testing structure remains the same as it is now, with the state 
examinations'(:Examens d'Etat .), it needs considerable attention. 
Not because we want to perpetuate rote memorisation. Rather because 
we need to comply with learners' habits in order to guide them towards 
new habits. Such is the rationale of the SP~Squared Ap'proach (cf 
2.3.3.2). 
The Zairean learners' linguistic profile suggests that failure 
to master English among the Zairean learners is not a problem of 
language aptitude (see also 3.2.1.3.1)~ since by the time they take 
the EngliSh course they have already learned, in formal contexts, 
a foreign language (French), on top of their two or three local 
, 
languages usually learned or acquired informally. Learning materials 
which take care of the aptitude factor of language learning should 
only have success for the matter. 
We have noticed that Zairean learners value English more, 
or at least, as much as their own mother tongue and tolerate, not 
just English but any language other than the local ones or their 
mother tongue as long as they do not endanger their culture or their 
background. We have also noticed that it is their mother tongue 
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and its social psychological features that are associated with the 
culture and their background, more than anything else (cf 4.2.10.2,c). 
What does this information imply? That the learning materials should 
present topics that are culturally compatible with the learners' 
culture and processable by them within their own environment. It 
does not matter whether this is relevant or irrelevant in the target 
culture, as many of the l~ners will not need to use their English 
in the target context of situation. This means that what is relevant 
in the target environment should not be neglected especially if it 
is compatible with the learning environment and processable by the 
learners. 
When it comes to Motivation and Perseverance we notice 
(cf Fig. 4.4) 
(a) that Language Learning-Acquisition as a problem-solving 
activity follows the development of Learning and Com-
munication Strategies, and a persevering nature in 
the learners (cf Fig. 4.2, and 4.2.10.3, b4), that is, 
making the learner into an enquirer; 
(b) that LELS depends upon either or all of the following: 
(i) the learners' Affective and Cognitive character-
istics, such as their attitudes and interest, 
their learning purposes and learning experience, 
and whether they are activity or solution enjoyers 
or whether they have confidence; 
(ii) Activity-Enjoyment and Motivaton together; 
(iii) Motivation alone; and 
(iv) Perseverance. 
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(c) that LELS sustains and is sustained by Perseverance. 
That is, further use and development of LELS is secured 
by Perseverance, as this is the characteristics of 
the enquirers, as well as Perseverance is secured by 
further use and development of LELS, since confidence 
with one's LELS helps to persevere more (cf 5.3); 
(d) that Perseverance is consecutive to, and dependent 
upon the learners' Affective and Cognitive characteristics 
and Motivation and Activity-Enjoyment together, and that Motivation 
and Activity-Enjoyment influence each other mutually, just as AE 
and the learners' Affective and Cognitive characteristics influence 
each other. 
(e) that the learners' individual differences affect and 
influence, as well as being affected and influenced 
by incentives and that they lead to Motivation, and 
above all; 
(f) that Activity-Enjoyment is sustained by all the components 
of Fig. 4.4 discussed here including LELS via Persev-
erance. This is what makes Perseverance, in our sense, 
more crucial in the process of learning other languages, 
than any other concept. It sustains the AE which is 
proved to be essential in the learning-acquisition 
context and setting (be it formal or informal, see 
Fig. 2.4) as well as it sustains the learning strategies 
upon which learning as problem-solving depends. The 
implication for language teaching and learning materials 
being that they have to make the learners into persevering 
enquirers to be effective. 
Finally, we have observed that the learners wish both 
'Teacher and learning oriented classes' where reading and talking 
abilities are developed as preliminaries to further, or the actual 
learning of reading and writing (cf 5.3). The implication being 
that the learning materials should help the teacher to fully put 
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his expertise to the service of the learners' learning. Obviously, 
no Single piece of learning material i.e. textbook, can ever be good 
enough to cope with this latter implication in view of the former. 
Hence the SP-Squared Approach. 
5.5 Some practical ways to account for Motivation and Perseverance 
5.5.0 Introduction 
The practical ways suggested here are not mutually exclusive. 
On the contrary they are complementary as they are different manifest-
ations of the same phenomenon aiming at the same thing: learning 
or, from the teacher's point of view, teaching languages other than 
the learners' own language. On top of that they all derive one way 
or another from what teachers and their allies the applied linguists 
say and imply, and what learners expect from the teachers and the 
language classes (i.e. from the learners' attitude towards the learning 
context and learning languages other than their own). 
5.5.1 The communicative approaches to language learning 
Communicative approaches as we remarked in Chapter One (cfl.2.1.3) 
are genuine and important developments in the history of language 
teaching; but the learning materials which go along with them are 
not always genuinely communicative. A look at those which are commun-
icative one way or the other reveals that they all deal with the 
learners' motivation indirectly as a product of classroom activity 
or of the design and lay-out of the materials. 
The discussion in Chapter Two (cf 2.2.2) has particularly 
shown that for the communicativists Motivation is a consequence of 
purpose and perceived reasons for doing things, i.e. for reading, 
writing and talking (cf 2.2.2.2, 2.2.2.4, for instance). This is 
what justifies the use of activities focussing on the interactional 
aspects of language and involving information gaps and/or information 
transfer. Thus communicative learning materials operate from learning 
activities to Motivation. With reference to our Model in Fig. 4.4 
we can see that this is one way of leading the way to LELS and 
subsequent learning; and that if the link between LELS and Perseverance 
is secured, effective learning will definitely follow, as the learners 
will not only persevere in engaging in the activities but will also 
develop the strategies that they require (depending on their individual 
differences) to engage in the subsequent process of interaction, 
in which (depending upon their purposes) they will select their intake. 
It happens that communicative learning materials leave the learners 
short of the process in that all they are concerned with is (or so 
, 
it appears) limited to the relationship 'Activity-Enjoyment and Motivation' 
and vice versa. While this can help the enquirers to do the rest 
of the job by themselv~s, it is improbable that the solution-lovers 
will do the same, let alone the 'rote-memory' learners. Obviously 
the communicative approaches need more to be fully communicative. 
It is in this respect that the 'Specific Purpose and Social Psychological' 
(SP-Squared) Approach is being proposed. 
· ... '-, ,'".:'. 
5.5.2 The 'Specific Purpose and Social Psychological'Approach 
to Motivation and Perseverance 
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This is meant as an approach to help the learners use their 
freedom to select their intake while engaging in the process of inter-
action through the learning activities, whether communicative or 
not. It is thus a contribution to making communicative approaches 
to language learning/teaching more effective, in learning materials. 
In this approach, Specific Purpose (SP!) refers to a process-
oriented and learners' learning habit-based and oriented approach 
to language learning (cf 2.3.3.2). Social Psychological (SP2) alludes 
to the interdependent relationship existing between language and 
society where 'cognitive representations are seen to be important 
mediators' (Giles 1982:viii). With reference, again, to our model 
in Fig. 4.4, we assume that the cognitive representations and the 
learners' purposes (whether specific or not) are formed in the top 
left-hand square named 'Learners' affective and cognitive charac-
teristics. A glance at the model shows how this component relates 
to Motivation, the Incentives and AE, and more importantly with 
Perseverance and Language Experience and/or Learning Strategies. 
These relations imply that the learning materials should cater for 
each and all of these components of the learning process to be fully 
effective and, therefore, communicative. How so? This thesis does 
not offer a definitive answer to the question. Its intention is 
not to offer one. Rather it is to raise the',issue and to propose 
the following practical elements towards the answer to the question. 
The elements obviously derive from the findings of and the discussion 
in this thesis and, therefore, are specific to the context concerned 
in this stUdy, namely, the Zairean learning context of Mbanza-Ngungu 
and Kinshasa. 
The SP-Sguared in practice 
With reference to the analysis in Chapter Four and the impli-
cations of its findings the following elements should be considered 
in the implementation of the Sp-Squared Approach: 
(a) 'Language awareness' and talking; 
(b) Memory exercises or memorisation practice; 
(c) Learning difficulty or the accommodation of language 
aptitude; 
(d) Cultural compatibility and processability of the 
materials content; 
(e) Training the learners as persevering enquirers; 
(f) Training the teacher as a disciplined assistant or 
helper; 
(g) Other ...•. 
5.5.3.1 Language awareness and talking 
Since the abilities the learners aim at, and the means of 
achieving these abilities (cf 4.2.11) are essentially "ways of creating 
or recreating discourse in different modes" (cf 5.4), and, therefore, 
involve an understanding of the communicative value of linguistic 
elements in, context and a recognition of the illocutionary value 
of the reSulting propositions (cf Widdowson 1978:68-9), we need to 
make the learners aware of the clues to the appropriateness of the 
utterances. This can be done through the study of the "clues to 
propositional development" or the cohesive links of the utterances, 
and to illocutionary development, or the coherent links of the propositions 
(cf Widdowson 1978: 24-31 and 67-69). But since these clues are 
dependent upon, and derived from "a knowledge of communicative conventions 
acquired as a natural and necessary concomitant of language learning" 
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(cf Widdowson 1978:53) it makes sense, without rejecting the suggestion 
here above, that the learners should be made aware of the differences 
and, certainly, of the similarities between their new language and 
their own. Short-story telling and/or writing, and reading and story 
telling would be good practices as the students are then involved 
in telling a genuine story familiar to them. This is particularly 
so in the case of folktales told or written by the students for the 
class which, as we know, are multilingual and multicultural. The 
story thus told or written is a genuine communicative activity, not 
just a classroom one, though it can not cease to be a classroom activity 
from the very fact that it is done in the classroom. Story-telling 
is particularly important as it is a major educational feature of 
Zairean society and, indeed, of many traditional and modern African 
societies. ~e Sp-Squared Approach should, therefore, allow for 
story-telling. Other suggestions are: 
(a) what we refer to as 'Contrastive teaching'; 
(b) 'Socialisation' where the learners talk about their 
experience and discuss among themselves the type of 
problems encountered in doing a task or in learning 
things, or in dealing with tensions between traditional 
and modern values as often explored in contemporary 
African literature; 
(c) listening production, where the learners listen to 
an authentic dialogue or discourse of any type and 
reproduce some passages for accuracy; 
(d) listening comprehension, where students listen to a 
text or a dialogue in order to answer one or more 
'focus questions'. 
A description of these practical techniques is available in the discus-
sion paper entitled: 'Zairean motives for learning English: Problems 
)8u 
and solutions' ( ef 3.2.1.3. ) • As can be noticed these suggestions 
focus on talking and reading as these are the abilities perceived 
by the learners as essential to further their actual learning of 
the desired abilities concerned with reading ESP and creative writing, 
which in our sense, include the writing of professional papers and, 
therefore, ESP writing. 
5.5.3.2 Memory and Memorisation practice 
Since the rationale of the approach (or part of the rationale) 
is to base and to orient the learning activities towards the learners' 
learning-habits (cf 2.3.3.2 and 5.1) it cannot neglect memory training. 
Not because memorisation is the main strategy Zairean learners use, 
but because memorisation is the process, or consists of, the processes 
by which everything we know, including our language and other languages, 
is assimilated and kept available for use (cf McDonough 1981:59). 
diction (i.e. the speaking of memorised texts and/or poems) in class 
or as an artistic production (under the form of a play, a recital 
or theatrical show) is a practical communicative activity. Doing 
it outside the classroom context will remove its classroom connotation 
and, therefore, serve as an incentive, and the purposes of 'Activity-
Enjoyment'. 
5.5.3.3 Learning difficulty 
In one of the discussion papers (cf 3.2.1.3.2) we argued 
that Perseverance can be dealt with in a direct manner in textbooks 
if no one could fail to solve the learning activities and problems 
they contain, provided the activities and the problems: 
'" are adapted to the learners' ability to solve 
problems within the norms accepted in their society 
and in accordance with the linguistic, or rather 
the sociolinguistic, requirements of the language 
at hand •.• 
Lubasa 1984:(c):16 
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This point links up with the point abuve on memory training and is 
related to the learners' language aptitude. Since . Zairean learners 
are lingustically apt (cf 3.2.1.3.1, and 5.4), learning materials 
which accommodate their aptitude will bring ruocrut more and more 
'Enjoyment' and involvement in the activities proposed. Subsequently, 
they will make the learners persevere in the search for ways and 
means of dealing with the activities, thus developing new learning 
strategies or stimulating old ones. 
5.5.3.4 Cultural compatibility and processability of the content 
This point is clearly related to 'learning difficulty' above 
(5.5.3.3), as the difficulties that the learners experience in the 
process of learning other languages are not only linguistic and 
propositional but also, if not mainly, cultural and, therefore, 
related to illocutionary development. In this sense, the present 
suggestion includes all the others discussed so far, and implies the 
other two which follow. The teaching materials available in Zaire 
are often criticised on these grounds (cf 1.2.1.1). Skutnabb-Kangas' 
pedagogical implications of attitudes for learning a language other 
than one's own are particularly relevant here. She writes: 
Two pedagogical implications seem to follow from 
a number of studies. It should be clear that negative 
attitudes and racism cannot be informed away -
They spring from economic and political causes, 
and these basic causes are reflected for instance 
in majority speakers' negative attitudes towards 
minority languages and speakers. If one wants, 
nevertheless, to try to do something at the individual 
level, contacts between majority and minority speakers 
should be organised so that both (but especially 
the one who has to function in an L2) can feel 
secure and self-confident in a natural way, i.e. 
be in a position where it is possible to do justice 
to the knowledge and skills that each brings with 
her. 
Skutnabb-Kangas 1981:203 
"I, ". 
Her second implication is that: 
... forcing minority children into situations where 
they are made to feel incompetent, both linguistic-
ally, socially and in terms of content, in majority 
medium classes, does not seem to be conductive 
to fostering positive integrative attitudes in 
minority or majority children (loc cit). 
These two implications speak for themselves and, therefore, need 
no further comment, except to say that clearly no one can be expected 
to learn other people's languages in a mutually despising situation. 
We have seen that Zaireans value and want English for various reasons 
(cf 4.2.8, 4.2.9, 4.2.10.1 and 4.2.10.2). We have also seen that 
they value and want English (or any other foreign language) as long 
as it does not interfere with their cultural background (cf 4.2.10.2). 
It follows that: 
(a) teaching or learning materials where both cultures 
are in conflict (or are perceived as being in conflict) 
run the risk of being rejected by the learners, i.e. 
have more chances of not being helpful; 
(b) teaching or learning materials where culture is neutral 
run the risk of keeping the learners unconcerned or 
at best neutral; 
(c.> teaching or learning materials where the target culture 
relates to the learners, therefore, is more likely 
to keep the learners' interest and to involve the learners 
in whatever is offered. 
In this sense, cultural compatibility and processability of the content 
are ~ential in the SP-Squared Approach, or any approach focussing 
on the learners' learning. With reference to the model in Fig. 4.4, 
their centrality is suggested by the fact that they stimulate, not 
only the learners' Motivation, but also the language experience and/or 
learning strategies, their Perseverance, and affect, as well as being 
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affected by the learners' incentives and Activity-Enjoyment 
(cf relationships of top square with the other components of the 
figure). 
5.5.3.5 The training of the learners as persevering enquirers 
The concept of 'learner-training' is certainly not new in 
education. For one thing, it is the basis of African traditional 
education, or (to be more accurate) for the education of children 
in many African societies before the European type of education invaded 
them and was preferred (cf Balandier 1968, Brown and Hiskett (eds) 
1975 for instance). The initiation rites preparing the adolescent 
for adult life or turning adolescents into adults are the classical 
example. 
With reference to learning materials, however, the idea 
comes to us from Allwright (1981), and was stimulated by Santerre's 
description of the conciliation of African traditional and Western 
modern pedagogy in Mathematics (Santerre 1974:473). With these ideas 
in mind and the stimulus from Santerre we wrote in a previous piece 
of work (Lubasa 1982) that: 
.:. the teaching materials prepared abroad for 
most of Africa may well be relevant to the teaching 
system and yet be irrelevant to~the people within 
the system ••• Teachers and most learners should 
therefore be trained to get the most they can from 
teaching materials •.• , or the teaching materials 
should be adapted to, or drawn from a certain type 
of pedagogic approach probably still to be set 
up. 
Lubasa 1982:129 
The Sp-Squared is an attempt at the pedagogic approach referred to 
in this passage, whe!e conciliation or cultural compatibility and 
processability (5.5.3.4) are extended to the processes as well. 
3B4 
One of the processes is derived from one of the courses taught at 
tertiary level in Zaire on an optional basis. This optional course 
is, for us, the pillar of the whole educational enterprise, not of 
Zaire only, but of all societies. Its optional status in the Zairean 
education system, and its absence at the levels below the tertiary 
level, if for us, an instance of negligence and lack of concern for 
learning. The course is referred to as 'Initiation ~ la recherche 
scientifique'. It is concerned with training the students to deal 
with term and research paper writing, and involves guidance in data 
collection and report writing or the writing of the final research 
report. Drawing from the insights of this course, and considering 
that this is not contrary to the learners' cultural background, we 
would like to suggest that language learners be trained to do research, 
not for writing theses and/or reports (though this can be part of 
the training) but for learning purposes. This is particularly the 
case since the pur~se of research is to learn something new, not 
to write reports or theses. 
Training the learners to become persevering enquirers entails 
guidance in ways of learning based on language experience and/or 
, 
learning strategies, and in learning purposes. This guidance implies 
Some degree of freedom on the part of the learners to select the 
learning strategy they think fit for their learning purpose or purposes. 
Hill (1984) is an exmaple (cf 2.2.2.9). The guidance will make the 
learners persevere in trying new techniques and strategies or new 
combinations of strategies, which in turn will sustain their Perseverance 
and stimulate their ability to struggle with new tasks. 
Guidance is not the only means of training persevering enquirers. 
However, Whatever is aimed at training the learners as persevering 
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enquirers should allow for the learners' freedom. Lack of freedom 
will conflict with the learners' natural ability to "selectively 
take from a lesson only those things that they want, and only in the 
manner that they want to do it in" (Allwright 1984:8). 
The analysis of the Mbanza data has shown that Zairean learners 
look at a liberal class (where the teacher and the learners operate 
on a friendly and more relaxed basis) with suspicion, as if they 
were afraid of feeling free to select their intake from the classroom 
interaction. The role of the learners' training in this particular 
instance is to break that feeling of fear and suspicion. One way 
of dOing this is, as suggested above, trffining the learners for research 
for learning purposes (as opposed to report writing). Project and 
report writing are readily available instruments for the training. 
Another way of liberating the learners from the suspicion and fear 
of freedom in the classroom is talking to them, counselling them. 
This point takes us to the other element that should be considered 
for the implementation of the SP-Squared Approach: Teacher-training. 
5.5.3.6 The training of teachers as disciplined assistants 
, 
It follows from the forgoing that teachers need to be trained 
to be helpful to learners, that is, not to get in learners' way in 
the process of selecting the intake. The first thing teachers need 
then is self-discipline, as this will restrain them from the desire 
of talking more than necessary thus ignoring learners' need for learning. 
How can this be done? By doing with student teachers what is expected of them 
as teachers. This is important because teachers are mainly the 
reflection of their own teachers or tutors and their teaching is 
only the reflection of their own learning. Although we cannot prove 
this statistically here and now, our own experience as a learner 
of English, then as a teacher of English and finally as a teacher 
of teachers of English has largely formed us. The implication of 
this point for student teachers is that they should undergo the same 
training that they will have to give to their prospective students, 
i.e. they should be trained as persevering enquirers. And if the 
idea of a liberal class does not sound proper to their minds, they 
should similarly be liberated from their suspicions. If this is 
done, anything which helps them to organise their own learning or 
their own training as teachers will be fine. Again, Hill (1984), 
is the example. How then, can all this be the content of a single 
textbook or any Single set of learning materials? We would like 
to suggest here, as we did at the outset of this chapter, that a 
course book is a frame of reference similar to the syllabus. 
In an introductory course to Materials Design (cr Winter 
Reading Course in Materials and Methods for Language Teaching) the 
syllabus was said to be 
It has: 
like an itinerary in a number of ways. 
(a) a given destination: the aims; 
(b) intermediate points: way stages; 
(c) a given sequence; 
JBG 
(d) specified means: the materials and the methodology; and 
(e) a given criterion measure (i.e. times/speeds for way 
stages. ) 
But, unlike the itinerary, syllabuses can allow for a return to way 
stages via revision, recycling. In this sense, the syllabus, just 
like the textbook, is a frame of reference (see also 1.2.2.3). The 
* 
Table 5.1 Bases for a Syllabus from the teacher and the 
learners' viewnoints compared 
ADAPT.h!D FROM RaN ifHI'rB (1983) * 
TEACHERS' VIEW 
1. Why am I teaching English? 
2. What should I teach? 
3. How do I tell my students 
what they are going to 
learn? 
4. What should I teach first? 
and next? 
5. Vhat can I teach together? 
6. How much time should I 
give to anyone item? 
7. How fast or difficult is 
this item to teach? 
8. What standards should I 
expect studenta to reach? 
9. How do I teach what I have 
decided to teach? 
10. What materials or textbooks 
can I use? 
LEARllERS' VIEW 
1. \fhy am I learning English? 
2. what do I want or need to 
learn? 
3. What does the teacher want me 
to do? 
4. What do I need to learn to 
survive, to start building up 
the language system? 
5. What things belong together? 
6. How useful is the effort of 
learning? Is the effort of 
learning worthwhile? 
7. How easy or difficult is this 
item to learn? 
8. How good do I have to be at 
this? 
9. How do I learn what I have to 
learn? 
10. '{hat books and things can I 
use? 
NOTE: Introduction to Materials Design by Ran White 
,-
introduction to the course suggested the ten points summarised in 
Table 5.1 as the basis for a syllabus from both the teacher's and 
the learners' points of view. They are assumed questions that the 
teachers and learners ask or should ask themselves before engaging 
themselves in the business of learning or teaching another language. 
These questions and the subsequent responses are, in fact. conciliatory 
between the teachers and learners' view. Otherwise there is a break-
down already at the level of the learners' affective and cognitive 
characteristics (cr Fig. 4.4) with the effect of hindering the normal 
process of language learning as exemplified in the model. These 
questions should seek conciliatory responses because: 
(1) the reasons why teachers teach the other language may 
be different from the reasons why learners want 
to learn the language; 
(2) what teachers want to teach in the actual class session 
may be different from what learners want and need to 
learn. From the learners' view point already the wants 
may be different from the needs as the former spring 
from the inside whereas the latter are, as often happens, 
imposed from the outside. Hence the need for conciliation 
between teacher and learners; 
(3) Question Number 3 indicates that learners need some 
kind of guidance and supports the need for conciliation; 
(4) Again, Question 4 entails guidance, not just for 
learners but also for teachers. Whereas step three 
is a negotiation of appropriate techniques and proce-
dures, step four is the negotiation of the organisation 
of the content i.e. grading of the content; 
(5) Here we are concerned with the organisation of 
5.5.4 
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the content in units, in terms of functions, structures 
or whatever, which are compatible and processable 
together. 
(6) Question 6 is concerned with weighting and timing the 
content and activities designed to teach the content; 
(7) Question 7 concerns the degree of difficulty; 
(8) Here we are concerned with the degree of achievement 
for which the learners as well as the teachers need 
a guide; 
(9) Guidance is again needed here as well as in Question 10; 
(10) With reference to Question 10, the teachers, but more 
so, the learners, need not just books and dictionnaries, 
but also magazines, people to talk to, opportunities. 
The learning materials, therefore, as well as the syllabus, 
have to make the learners and the teachers aware of 
the opportunities available and teach them or at least 
tell the teachers how to teach the learners how to 
use them. Thus, the coursebook is a frame of reference. 
It does not contain everything that has to be taught 
or done in the classroom, or for the management of 
learning, to use Alwright's expression. It suggests, 
in our view, where to get what, and how to use them. 
In this sense, the learning materials can incorporate 
the elements of the Sp-Squared discussed above 
(cf5.5.3). 
Generalisation 
In a place like Zaire, where we have seen that learners 
want or wish to have a 'Teacher-oriented' classroom where teachers 
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are expected to put their expertise at the service of learners, we 
can look at the teachers as learning materials. This is, in fact, 
what teachers are, since, like the coursebook or any other learning 
source, they help the learners, to the limit of their capacity, to 
make their way towards their own learning. 
Language Teaching history shows that the teacher has been 
central in the classroom or in the learners' process of learning, 
as the principal source of. information. Before the nineteenth century 
(cf 1.1.2), teachers usually faced classes in which every pupil had 
a different textbook (cf Kelly 1969:260). The suggestion being that 
for the long period stretching from classical times until the nineteenth 
century, learners relied mainly on the teacher, supplemented by the 
textbook. With the Direct-Method by the end of the nineteenth century 
and the early twentieth, learning materials and the teacher began 
to have the same importance, as the latte~ could be substituted for 
by the former with the use of technology in language teaching/learning 
(cf 1.1.3,b). It amounts to saying that the teacher and the textbook 
or any of the other learning sources are sources of information with 
the only major difference being that the teacher is a talking human 
, 
Source with all that that implies, such as understanding the learners, 
Picking the appropriate time to help and guide etc. 
From the viewpoint of the approach we have just suggested, 
the teacher is, in our sense, the most valuable learning resource 
the learner can refer to, since this particular 'learning material' 
can talk, can advise and most importantly, can understand the learners' 
problems and difficulties. The class is similarly a powerful learning 
resource as it provides learners with learning opportunities from 
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which they select their intake. The motivational content of these 
two 'learning materials' resides in the negotiating potentialities 
of the class and the teachers, and in permanent guidance resulting 
from the negotiations or coming from the teacher. Guidance thus 
appears to be very important if learning materials are to be effective. 
Here 'Guidance' is taken to refer to: 
••• all those things that can be expected to help 
people understand what they are doing and how well 
they are dOing it. 
Allwright 1981:9 
These are anything from the provision of a full-scale grammatical 
explanation, to the mere nod from a teacher to signify acceptance 
of a learner's pronunciation, and covers guidance about appropriate 
standards of attainment (cf Allwright 1981:9). In this context the 
term Guidance covers all ten points in Table 5.1 and is, therefore, 
the thing most desired in the syllabus/coursebook, by teachers and 
learners alike. 
In our study of the activities learners wish to see used 
to achieve the abilities they aim at, we found that one of the suggested 
approaches is concerned with a variety of activities for assistance. 
The activitles in question cove'r listening activities, outside activities 
for language use, reading and a variety of individual project writing, 
compOSition writing, and use of modern technology. These activities 
entail guidance to foster assistance. In addition, these activities 
are equally appropriate for training the learners to become persevering 
enquirers (cf 5.5.3.5). It is probably because they entail guidance 
that they can be used appropriately to train learners to persevere 
in their search for learning and communication strategies. 
With reference to the ideal teacher, criterion number one appears 
to be good and clear explanation. This is clearly an attribute of 
guidance, which should be incorporated into the course/sourcebook 
as a learning resource. This section particularly revealed that 
learners perceive as vitally important the relevance of the course 
content, the teacher's knowledge of the language under study and 
their concern for the students' learning, the implication being 
3:J 2 
that the learning materials should guide the learners in, and towards, 
what is relevant "for them to learn (cf Table 5.1 for this point). 
Thus this study has revealed that learning materials can accommodate 
Motivation and Perseverance in a rather direct way if they are seen 
as frames of reference which guide or assist the learners to use 
their freedom or their selective ability for the intake, in the process 
of learning other languages. Seen from the SP-Squared point of view 
the learning materials thus defined include the teachers, the class 
(or the learners and their interaction in the classroom), the coursebook, 
the dictionnary or reference books etc. In short: people and anything 
that facilitates learning. 
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A P PEN D I X I ( i ) 
THE LEARNERS' QUESTIONNAIRE 
/ 
QUESTIONNAIRE DESTINE AUK ELEVES / ETUDIANTS 
INTRODUCTION 
VOJS avez devant vcus un questicnnaire cknt I' objectif est de recueillir vcs 
o;:>inions et/ou vos :iJrpressions sur des aspects divers de l'apprentissage ce 
I' anglais au Zaire en particulier, et dans 1es pays africains d' expressiCl'1 
f~se en general. Pour aue cet objectif soi t atteint et que les resul tats 
-' ... , 
,-,e l'enquete soient sigrri.ficatifs, il est EXIml'1El1ENI' mFORTANT que voo repon.ses 
eo:: \100 remarqueS soient aussi SIl'KZRES et PRECISES que possible. 
I 
Un questicrnaire n'est pas un exanen ni U1e interrogaticn ootee. 11 n'affecte Ccnc 
~ 
en rien vcs resw. tats scolaires ou acadaniques. Notez particulierement que \100 
I 
repa,ses et COTTnerItaires ne serCl'1t ItS ni VU3 par aucun de \100 professeurs. Vcus 
n' avez dooc rien ~ craindre pa..R" vws expriJrer ~.~ et CLAIREi,zrrr. Voo reponses -
pcur autant qu'elles sent SfU'4'TANEES et Snn:RES - sent une cmtributioo inouie pour 
I' avenir de I' enseigpenent de I' anglais all Zaire en particulier, et pour des rec.'1.erches 
fuWres en Afrique francqixne - le Zaire Y caTPris. 
S'''l' \.. / . 
.:. VOUS 2.ITl ve de renCCl'1trer des prob1emes pour repcndre ou SJ. VOL:5 ne co~rennez pas 
lB1e ~tioo O;1-les instructions, n'~itez pas de dananCer des eclair"cisserr.~ts 
\ 
au,JreS du respmsable de votre salle. 
UNlVER311E ill r.moffiS 
FAaJLTE DE p;:'"'YClD-PEDAax;:m 
DEPARrE:r-.lENT J' Ai'-GLI\IS FUJR 
LES NATD--S [1' AlITRES U\!'nJES 
Ov""'IDBRE 1983 
UJBASA N' TIr£ 
LNlVERSTIY CF I.J:l'l[XN 
INS'ITIUI'E OF IDX:ATIOO 
DEPARITmI' OF Er'GLISH 
FOR SPEAKERS OF <m1ER LArGJAGES 
OCIOBZR 
f 
'I 
! 
SECTION I DE-"TAILS PEFffN'lELS 
NOT E: CETIE SECfICl'J SERA DETArnEE AU3SIror ~ vornE QJESTIQ"I'JAIRE EST CXXlE. 
~'ELLE NE \IUS Ii'QJIEI'E f:XlIK:: PAS. 
RAPPELEZ?\1W3 DE BIFFER LA 00 LES MENTIUS llUl'IIE3 CWQJE FUIS ~ va..s VOYF:l 
rn AS'lERISQJE (*) 
NOM 
............................... ~(S) •••••••••••••••••••••••••••••••• 
* 
• Cl::X'G • • • • • • • • • • • • • • • • • • • • • '!aJR ••••••••••••••••••••••••••••• 
E COL E ......................•..•••••.••••.• ~ ••.••••..••.••••.•......... 
SECrlrn ••••••••••••••••••••••• a:':rICI'J ~ ............... . 
DAm DE NAISSAr-r:E ........ • 1 .......... ! .. .. .. . .. .. .. .. ... SEXE: rtALE/FEMININ * 
Ja.Jr r.bis 
LIEu DE NAISSAi'.JCE .. .. • .. .. .. .. .. • .. .. .. .. .. .. • .. .. .. .. .. • <Xl'lFESSIClII ........... . 
............................................................... 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . .. . . . . . . . . . . . . . . . . . . . . '.' .......... . 
LANGuE(S) MATERNELLE(S) (a) ••••••••••••••••••• (b) 
IA"flJE(S) REGICXWE(S) / NATICl'JALE(S) PARLEE(S) (a) 
(b) 
. • . . . • . • . . . • . . • • . . . . • • • . • . • (c) ............................................. 
(d) 
................ , ................. . 
l'rM3RE D' Al'f.lEES D' E'ruDE DE FRAl\'CAIS 
~ D'~ D'E'IUDE D'AN2AIS .............................. 
2 
4 
o 
10 m 8- 90 
11-2 13-4 15 
rnrnc 
18-9 20 
CD o 
rn 2l-2 
0 23 0 24 
025 
026 0 27 
028 
D 29 
0 3J 
In:::Iiquez dans le tableau ci~, ~ l'aide des indices 1 a 4, votre niveau 
de ccmaissarce des lCl1gl..leS que le tableau ccntient. 1 = EXCELLENl'i 
2 = ~i 3 = ftS2El OCN ru PAS5ABLEi et 4 = fvEJIOCRE. IUJR ~ 
EaliVEZ L' oorrn QJI VW3 cr:tNIDn' DAr£ lE CARRE APFKlPRIE. 
COMPRENDRE PARLER LIRE EORmE 
LArnJE: (S) MA'lmiELlE (S) 
ClliJBA 
KJJ<am 
KISWAHrLr 
LI1G\IA 
F'RAi'rJUS 
Ai'QAIS 
N1VEAu 0' E'lUE IlJ PAPA ••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
NIVEAu D'E'lUlE lE lA ~ 
......................................................... 
............................................................... 
3 
31 - 4 
I I I I I 
35 - 8 [ I I I I 
39-42 
I I I I I 
43 - 6 
I I I I ] 
47 - :i) 
r I I I I 
51 - 4 
I I I I I 
55 - 8 
I I I I I 
D 
D 
o 
o 
59 
60 
61 
62 
SECTION IT P:U'I1Z LL\ruISTI~ m L'EL:..\!E / E'IUDIANI' 
OOrnOCTIQ\.'S 
LISEZ A'ITENrIVEMNr LES KlINIS SUIVANI'S ET RERl'IDEZ AUSSI CIAIREMNI' RESI131E. 
1. Indiquez dans le tableau ci--desscus US LArnJES <lJe vaJS pa..wez CXlT1Jrendre, 
parler. lire et/ou hire. Pour ~ krivez 1'un des indices 1 a 4 
I I 
dans le carre awrq:Jrie. 1 = EXCELLENI'; 2 = BIEN; 3 = PS3FZ BIENi 
et 4 = MEDIOCRE. 
Si vous pa.Nez COTllrendre, par1er, lire et/w ecrire 1..I1e w p1usieurs autres 
langues (Zalroises et/ou ~trang~) qui ne fi.gurent pas dans le tableau, 
. , 
prlere de les menticrner clans l'espace prevu et de C01J?leter le tableau seloo 
\. 
votre cas a l' aide des indices 1 Et 4 expliques ci-haut. 
I~~ CONVERSATION MESSAGE ~v~ PARLER LIRE ECRIRE 
LAf'OJE (S) MA'IERNELLE (S) ILa 
(b) 
CILlJBA 
KIl<am 
KISWAHILI 
L~ 
AU..ElW'{) 
Ar'G..AIS 
ESPACN)L 
F'RAr'rms 
lWIU:¥AIS 
RU3SE 
AtJrnEs (ZAIIDISES crI 
ill E."IlWn:REs: SPECIFIEZ 
ET CXDEZ SVP) 
· ....................... 
· ....................... 
· ....................... 
'-
I 
2. 0.. habite votre faniUe restreinte (EN:ERCLEZ SEULEMNI' rn CliIFFRE SVP) 
Au village ................•................................ 
r:lars 1I1 C€fl1::r'e extr'a-<X:l.rbJnieI" •••••••••••••••••••••••••••••• 
r:lars un centre urbain ou une ville •••••••••••••••••••••.•••• 
1 
2 
3 
3. Quel est le travail (m:tier ou occupatioo) de votre ~? (ECRIVEZ LISIBLEMNl' svp) 
· ................................................................................ . 
· ................................................................................ . 
4 
ffiE:: 
~ 
[JrEr~D4 
[ I I , I 7-10 ' 
[ I I OU-4 
t ) I H 11>8' 
I J I t h9-22 [ I I 023-6 
I I I , p~, 
, , I pl-4 
11"ps-a 
o 39 
4. Indiquez LA LAr'UJE ru I.E3 LArnJES que vaJS (PERn'M:lLEMNl') utilisez SClMNI' ~ la maism 
(en fanille) poor par 1er et ~rire par eXffi1J1e ~ vos parents et autres rrarbres de la 
fanille, ru poor lire (par eXffiPle la bible ru des histoires cn.rrtes et des ccntes), 
. I , 
prur dlanter, prur prier, et prur jouer. Poor repcndre ecri vez un des indices 1 - 4 
darn I .1 le carre 8WI'q)rl.e. 1 = lE PIlE SOOVEIVl'j 2 = EN SECXN) LIEUj 
3 = PARFOIS; et 4 = RARENENI'. 
~ 
LAl'ruE(S) (a) 
YlA'IffiIIEUE (S) (b) 
Ar-nAIs 
CIWBA 
F'IWCtus 
KIKam 
KIS'~JAHrLI 
lJN:;ALA 
AIlrnEs (SPECIFIEZ 
SW) 
...... " ......... 
.. . . . . " .......... 
. . . . . . . . . . .. . . .. . . 
N'ECRIVEz RIEN 
DAl'£ CET 
ESPACE 
CUJVERSArrm 
....... ..., ..... PARLER 
41 - 8 
I I I I I I I 
65-72 
MES3AGE ET/OO 
OORRESf'a'.[)Af'K::E 
L I R F. 
a:wRENDFE A HAUIE ECRIRE awm:R PRIER JOOER VOIX 
49-56 57 - 64 
1llllllr(fllllll 
73-00 1-3 4 
S'IL \UB PlAIT [I 1 I I 1 1 I I 1IIIIIIII1111 0 
5 - 12 13 - 20 21 - 8 
[ I I I I 1 1 I I I I I I I I I 1 I I I·, I 1 1 I I. 
29-20 
( I I I I I , 1 I 
5 
5. c;elles sent les langues que \lOOS parlez (persronellarent) avec voo iflli:> et voo a:pa.ins en 
deho des ,\ I /;")' rs heures de classe, SOl.t a l'ecole (par exfflTlle pendant la recreatlO1 SOlt en 
dehors de i' enceinte de l' ~le? IUlR RElUIDRE ECRIVEZ L' LN DES INDICES 1 - 4 DANS LE 
CARRE <;UI <XlRRESFCND A VOl'RE REFCNSE. l'UI'EZ QJE 1 = LE PLlE SOJVENI'; 2 = EN SEaN> LIEl); 
3 = PARFOIS; et 4 = RAREMNI'. 
~ <mvERSATIOO ~E:BAGE ET/OO OORRESFU.JDAr'.[E LAt"nlE CXMIDIDRE PARLER 1. .1 f{ l!: ClM'REI'IDRE AHAlJlE ECRIRE QW.ITER JOOER PRIER 
'InTY 
ArGJus 
CIWBA 
FRAl'DJ:s 
KJXam 
KISlrJAfillI 
I.Ar\UJE 
UT.Ar.E 
I.Ar\UJE 
MA'IER'lELLE A 
I.Ar\UJE 
MA~ B 
Ll"CAr.A 
f-
AllIREs (SF£CIFIEZ 
SVP) 
. " ............. 
. .. . . . . .. . . . . . . . 
3'7-44 45-52 53-00 
PRl:ERE DE NE [ , I I I I I I I I I I I I I I I I I I I I I 
RlEN ECRIRE 61 - 8 69-76 77-00 
IlAi'{) CEr I I I I I I I I I I I I I I I J I I I I , I ESPACE 
1 - 3 4 5-8 9 - 16 
[ I I 11 0 I I I I I I I I I I I 
17 - 24 25 - 32 33-«:1 
J 11 I 1 I I I I [I I I I I I I I I I I I I 
6 
I I I 
I I 1 
I I . ] 
6. De trutes les langues que vcus ccnnaissez, laquelle ru lesquelles utilisez-vous 
poor vws 00resser ~ 
(a) Q.Jelqu'Ul de votre 8ge que vOJS ne CXl'lI1a.issez pac;: •••••••••••••••••.•••••••• 
(b) Q.Jelqu'l.I1 de votre "8ge que vous ccrna.issez mais qui n'a pas de relaticns 
part ·cul· \. 1 1eres avec vous: ................................................... 
(c) lhe persane plus ag~ que vous et que vous ne cxra1aissez pas: 
.............................................................................. 
(d) I Uhe persanne plus ~ que vous que vous connaissez: ••••••••••••••••••••••••• 
(e) lhe perscrne plus jeune que vous que vous ne ccrnaissez pas: 
.............................................................................. 
(f) lk:e persanne plus jet...n1e que Vo.JS que va..s CXJ1I18.issez: •••••••••••••••••••••••• 
FIN m LA ~Q~ II: 'IOORNEZ LA PAGE, LISEZ A~ LES IN3'lRlcrICN3 AV/lNf DE 
~ METrnE A FlERNJRE, SVP. 
o 41 
o 42 
LJ 43 
LJ 44 
45 
LJ 46 
INSTRUCTIONS 
lh certain l'lClTbre de gens acceptent 00 rejettent tootes 00 certaines des q::linicns sui vantes. 
Ces qJinicrs ne soot en fait ni correctes ni fa..sses ~tant ~ que 1es gens soot libres d'avoir 
1eurs qJinicns; et SUNent 1eurs q:>inialS soot differa1tes, parfois ~ ccntradictoires. 
INDI<;UEZ, en erx:erc1ant I.n des cinq indices expli~ ci-desscu:3, JLISO)' A QJEL AJINI' vas 
AOCEPIEz aJ REJE1EZ as OPINI<N3. 
Sigrlificaticn des indices 
= 
I 
ffi"vPlEl'EMNr D' ACXXIID avec I' q:>inicn exprimee 1 
2 
3 
I / 
PAR'l1EI..ID1ENr D' ACXDRD (ie vo.5 expriIrez LI1 roJIE IU3ITIF a I' egard de l' q:>inicn exprimee = 
= 
~ I 
NElTrRE, SANS AVJB (vrus n'etes NI Rl.lR NI <Xl'ITRE l'q:>inicn exprimee) 
4 PARI'IELl.E1v1EN <XNI'RE (Va.s n'etes pas d'occord rrais vo.5 n'etes pas carpletement centre. 
Vaxs expriIrez d:nc un roJIE NEGATIF ~ l' ~ de I' q:>inicn en questicn). 
5 = 
'lUJl' A FAIT a:NrnE 1 'cpinicn ~ (Va.s n'etes pas clu toot d'accord . 
avec l'qJinicn en questicn) 
LIsEz A'ffiNI'IvEMm ~ ENH:E 00 OPINICN ET ~ varRE ACXXIID 00 DESAcmRD EN rn::::ERCLANl' 
L' INDlCE qJI vas CXNVIENr. PRIERE DE N' EN:.ERCLER qJ' IN SEUL rnolCE. TRAVAILLEZ VI'IE MAIS SAl'S 
NEGLrGEA."Q: RAPFELLEz-vas Q.JE N:l.6 AVf:N3 J3E3:)IN DE \Q3 PREMIERES REACIT<N3 00 lWRESSI<N3 
El'NER3 lE3 OPTh'I<N3 EXffiThEES CI-DE3:UE, C'JIR, DIT-OO, LES PRE1<1IERES REACITru3 00 IWRESSI<N3 
3:Nr 'IOOJaJRS lE3 Pill3 NA1UREILES ET LES PIlJS Snn:RES. It N' Y A A~ RAPR:ffi' lOOIqJE DAN3 
lA SEQ.JE!n: DES OPINICNS EXPRTh1EES DAN3 CETlE SECITCN. NE FERDEZ IXl\C PAS rE 'TEMPS A FAIRE RE-
FERm::E A CE qJI PRECFDE 00 qJI SUIT mm RERl'llRE • 
. !.. ..r.1P ORTANT 
~ VI1E ET BIEN - ET, NE SAUIEZ AlXlf-lE qJESTICN -~ D'AVPN:;E ro.JR VCYrnE mUMmATICN. 
!!....APPEL: 
D ' ACCORD 
~ I PARI'IELID1rnr 1 --____ t-..; 2 NEUl'RE 
3 
EXEMPLE . 
r. tes ~ et 1es aooricains soot des ~ites 
1 2 ® 
2. J'atlr'ais voolu parler 1'~ais parfaitenEnt 
1 ~ 3 
3. Les Zalrois sent rraJ.h:rnetes 
1 2 3 4. A~~~ I ~ I 
PAS D' ACCORD 
PARI'IE:LIDINI' I <XM'lEllMNl' 
---'- 5 4 
4 5 
4 5 
4 ® 
.. '!-'lA "'lDre me langue etrangere est une experience agreable 
L' 1 2 3 @ 5 
ne ~le veut dire que (l) vous n' etes ni pa..ir ni centre la premi~ opinicn et irrplique que vrus 
ll'e1~vez pas si les eurq:k,s et les aooricains sent hypocrites CA.! pas; (2) que vcus etes relative-
que d'accoro avec l'idk de parler l'anglais parfaitement; (3) que VCAlS n'etes pas du toot d'accord 
d ' leg Zairois s:nt rraJ.h:rln€tes; et (4) que VCAlS rejetez partiellanent I' i~ que l'apprentissage une 1~ __ .. I , I 
~ 'E!,ue e"tralgere <XrlSti tue U1e experience agreable. 
MATh'm'w-lr QJE va.s AVF:l ill ET (XM'RIS LES ThSTROCTI<N3, 1UJRNEZ LA PAGE ET <XlvMN:EZ A RER:NDRE. 
3 
, 
, 
,. , 
7. Je peux parfai tarent Ire passer des langues ~trangeres eurq:JeerneS en particulier et 
stnVivre dans la socie~ zalroise et clans certains pays d'Afrique en ne par1ant que 
"'" J, , , 
cm 1angues naticna.les et (en cas d'extreme necessite) un ~s e1enentaire. 
1 
2 3 4 
8. Si je devais habi ter dans un autre pays ru une autre ~cn clJ Zc:iire, je fairais de 
rocn mieux prur awrendre la 1angue qui s'y parle rr6ne si je peux parfaitement me 
~ller et OClTITU1iquer en rna langue rnatemelle. 
1 2 3 4 
5 
5 
9. JlawrencJs l'anglais prur mieux ccnna1tre et carprendre 1es anglqj1cnes et 1eur rrode 
de vie. 
1 2 3 4 5 
10. Pwr mieux &>simi1er 1 I anglais je recrurs sruvent a rra c:cnnaissance clJ rrancsrus. 
1 2 3 4 5 
11. Je va.rlrais awren:lre autant d'anglais qu'il m'est poosible. 
, 1 2 3 4 
12. Jlai to..Uoors le sentiment que 1es autres ~l~es/~tlldiants par1Ent 1 'angl.ais mieux 
que 1IOi. 
1 2 3 4 
5 
5 
13. f<bi je pense qu'il est plus normal et nature1, voire pratique de faire 1es ~b..Ides 
Pl'irraires et seccndaires En 1angues locales ru naticnales et d I apprendre le f'raryris 
CA.l 1 I anglais , , , , 
_ , a..t le frarlsais et l' anglais cxmne langues etrangeres a 1 I ecole. 
1 2 3 4 5 
14. Pwr lIOi la ccnnaissance de 1 I anglais est :iITportante parceque j I ai besoin d I angl.ais 
Pa..tr ne. :f\..rtl.Jre carri~. 
1 2 3 4 
15. Les ~ et les anericains sent des hypocrites. 
1 2 3 4 
16. II est necessaire, voire incl.ispEnsable, que toot zalrois ccnnaisse au lIOins trois 
langues nati<nal.es. " 
1 2 3 4 
5 
5 
5 
17. J'~ l'anglais paJr mieux <XrrJa1tre et cx:nprendre les africains anglcpxnes et 
leur nn:le de vie. 
1 2 3 
18. Le plus jlC:lJ:prEnjs SI..D." les anglais et 1es anericains, 
je veux ~ l'anglaiS. 
4 
et leur rrode de vie, le plus 
1 234 
5 
5 
19. Si 11ang!' • ~. I I , . 
I <Us n I etai t pas enseigne a 1 I ecole j I allais t.oot faire pcu' 1 I Eq:.l)rendre En 
prive. 
1 2 3 4 5 
9 
D 47 
D 48 
o 49 
D 51 
o 52 
o 53 
o 54 
D 55 
D 
o 57 
D 58 
o 59 
10 
d). Je va.rlrais parler I' anglais parfai tara1t. 
1 3 4 5 2 o fJ) 
21. Les atricains soot pILLS halrI€tes que les ~ et les anerlcains. 
1 2 3 4 5 o 61 
22. L'awrentissage de I 'anglais est iITportant par rroi parce que 1es gens valt m'adnirer 
et me respecter davantage si je ccnnais l' anglais en plus du ~. 
1 2 3 4 5 D 62 
23. J'ai peur q..te les autres e1~es/~b.iliants se I1'OqI..61t de rroi quand je par1e 1 'anglais. 
1 2 3 4 5 D 63 
I ' 24. J'aurais vallU etre capable de lire des revues ecrites en anglais et d'ero . ..I'ter des 
I. • 
8lU.SS1Ct1S en anglais. 
1 2 3 4 5 D 64 
25. J'aimerais parler l'anglais mieux que le ~. 
1 2 3 4 5 D 65 
26. J' airre plus le Ciluba que 1es trois autres 1angues naticnales. 
1 2 3 4 5 D 66 
Z7. la coonaissarx::e de I' anglais peut ~ inportante par rroi parce qu' elle va me pemettre 
de mieux COTprendre et d' awrecier 1es anglqhnes en gffieral, et 1es anericains et 1es 
anglais en particulier. 
1 2 3 4 5 D 67 
28. J'adore 1es 1~ d'anglais. 
1 2 3 4 5 D re 
29. Le plus d' anglais j' awrends I le rroins d'anglais je ccnprends. 
1 2 3 4 5 0 69 
~ J" . . I \. 
• a:uneralS vrrurnent awrendre plusieurs 1angues etrangere5. 
1 2 3 4 5 D 70 
31. M::n attittrle envers 1es africains anglq:h:nes est favorab1e. 
1 2 3 4 5 0 71 
32. C' est iITportant pcur., rroi de coona1 tre I' anglais parce qu' i1 me permettra de renccntrer 
et de cowerser aisanent avec les anglq:h:nes. 72 
1 2 3 4 5 0 
33. J'aime plus le K:ikoogo q..te 1es trois autres l.ar1gues natiooales. 
1 2 3 4 5 D 73 
34. J' awrends l' anglais sirrp1erent parce qL¥:l je n' ai pas de clcix; parce que l' anglais 
est me hranche ob1igatoire ciJ progrffirre des COJI'S. 
1 2 3 4 5 LJ 74 
35. J' ad:lre 1''''''''''''' . 1 ~15-'-a1S ccmne angue. 
1 2 3 4 5 
36.J'~ 1 'a1glais parce qu'avec ma. ccnnaissance du f'r=-v-.<:!is et des langues naticnales 
l'angl. ' ---.~ I 
a1s me penrettra de voyager LD1 peu par1:aJt en afrique et clans le m::ode. 
o 75 
1 2 3 4 5 o 76 
I \. 
57. Le rroins d'anglais je carprends, le rroins d'effort je frumis eL le rroins je persevere 
j)U.Ir arprendre l' anglais. 
1 2 3 4 5 
38. Il est ~t inportant que chaQ.le zairois CXllTlaisse au rroins une langue natimale 
I 
autre que celle de sa regim d'Ol'igine. 
1 2 3 4 
39. L'~rentissage de 1 'anglais peut etre iIrportant prur rroi parce que la ccnnaissaoce 
de l' anglais me perrnettra de me distinguer des autres ci toyens. 
1 2 3 4 
«:l. L'anglais devrait ~tre I..I1e brardle facultative ~ 1 '~le seccrrl:rire. 
1 2 3 4 
41. Je 1:::ra.Ne arbarassant d'offrir I..I1e ~ perx:lant les l~ d'anglais. 
1 2 3 4 
<'12. L'anglais 'est plus facile que le ~. 
1 2 3 4 
( 
43. Je deteste les l~ d'anglais. 
1 2 3 4 
44. L' arprentissage de l' anglais peut etre iIrportant prur rroi parce que l' anglais rre 
permettra de rre faire des anis anglq:h:nes. 
5 
5 
5 
5 
5 
5 
1 2 3 4 5 
45. J' airre plus le Kiswahili que les trois autres langues natimales. 
1 2 3 4 5 
_ <16. J'aime cmna1tre l'anglais mais le ccurs d'anglais rre ~e • 
1 2 3 4 5 
47. J' ar:prends l' anglais par curicsi te', prur ~ir et explorer 1 'h1.Jra.lr anglais par 
exffilJle. 
1 2 3 4 5 
48. <4>iqu'il Y ait beal.x::a.Jp de langues zalroises, il est inportant que les zairois 
I I ~ ~t des langues etrangeres principalanent ~. 
1 2 3 4 5 
49. C'est ~t prur rroi d'awrendre l'anglais parce que je perlSe qu'il m'aidera l.I1 
jCA..lr' PQIr' obtenir U1 arploi qui paie bim. 
1 2 3 4 5 
!:D. Je me sens rerveux et erbrrui11~ quand je parle 1 'anglais pendant les l~ d'anglais. 
1 2 3 4 5 
51. J e pense qu' il est plus facile d I apprEndre l' anglais que le :t'rarlfrls. 
1 2 3 4 
52 Le l' , \ \. 
• PUS Je parviens a resrudre mes prd:llanes d'awrentissage, le plus de prd:llares 
je va.x:lrais ~. 
1 2 3 4 
5 
5 
11 
o 77 
o 78 
079 
BTIl-3 4 C 
0 5 
0 6 
0 7 
0 8 
o 9 
D 10 
0 11 
0 14 
53. J'aime plus le Lingala que les trois autres langue::; mt.imilles. 
1 2 3 4 5 
54. J'arPrends l'anglais pall' ~tre capable de lire des docurents (livres, revues pr~im-
'I I 
nelles, etc) relatifs a ma splicialite ru progmrrre de C<X.JrS ecrits en alglais. 
1 2 3 4 5 
I , 
55. Le nnins d'anglais je a::rrprerrls, le plus d'effort je fCAJrni et le plus je persevere 
pa.Ir arPrendre I' anglais. 
1 2 3 4 5 
~. J'utilise les rrmes ~th:xies de travail (ru strategies d,ttude) que prur le ~s quarx:l 
° I I , \ ° 
J arPrends line langue etrangere, a l'occurence l'alglrus. 
1 2 3 4 5 
57. L' arPrentissage de l' anglais me clcnne le sentiIra1t d I alienatim . et de rejet de ma prcpre 
, 
identi'c.e culturelle. 
1 2 3 4 5 
5'3. La CCl1naissaoce de l' alglais peut 'etre inportante pour nni parce qu' elle me permettra 
de mieux carprendre et d'awrecier 1es anericains et les anglais, et leur techoologie. 
1 2 3 4 5 
~. Jlaime plus le francais que les quatre langues natimales (Ciluba, Kika1go, Kiswahili, 
et Lingala). 
1 2 3 4 5 
LA "- I 
<7V. Je pense qu'il est teTp:; que nos larJ.gt.e) natimales soient particulieranent ~velqJees 
pcur renplacer enfin le :f'raryris dans l' adn:inistratim publique carrre langue officielle 
et da1s l' ense:iglernent, cx:mne v'ehicule de l' enseignanent. 
1 2 3 4 5 
61. L' arPrenti.ssage de I' anglais me cb1ne U1 sentiIra1t de p1aisir car avec l' anglais je 
peux m I identifier aux anglq:in1es, et plus specialanent aux anericains et 1es ang1.ais. 
1 2 3 4 5 
62. Le plus d'arglais je a::rrprends, le plus d'anglais je va.rlrais apprendre. 
1 ,2 3 4 5 
63. fu.tr rra1triser le ~ je reca..\rS sruvent ~ ma langue matemelle et/ru aux autres 
la1gues que je parle bien. 
1 2 3 4 5 
64. ~rendre l'anglais est U1e perte de tenps et d'~e. 
1 2 3 4 5 
65. Le plus je j:mViens ~  des prdJl~ re1atifs ~ I' awrentissage de I' anglais, 
le plw d' arglais je vcuirais awrenctre. 
1 2 3 4 5 
66. Je .,., ...... ~ - b O I 1 ~ o..u.; len ccntent de faire mes etu:les primaires et secmdaires dans une angue 
natiCl1a!e zal.roise si m diNel~ les langues natimales I et d I arPrendre le fraryus 
Q.1 l'angl ° , ~ 0 
- alS I Q.1 le francais et l' anglais canne langues etrangeres facul tatl ves. ~ -
1 2 3 4 5 
12 
o 17 
D 18 
o 19 
020 
021 
0 22 
023 
LJ 24 
025 
026 
027 
028 
LJ29 
03) 
07. A dire vrai, je ne vois pas pourqu:>i rroi je dais ccrnaltre l'anglais et sur-tout p<.JIl!'-
, I 
qu:>i en na..s l' apprend a I' ecole dans ce pays. 
1 2 3 4 
68. DJ point de vue technologique les pays anglq:h:nes (pr:incipalernent la Grande Bretagrle 
et les USA) sent de loin plus avaoc~ que les pays f'ran::qtxnes (par exffi1Jle la France) 
1 2 3 4 5 
I 
69. Les OOlericains soot plus chaleureux et cordiaux: que la plus part d'et.Il"q)eeIlS. 
1 2 3 4 5 
70. Je ckteste l' anglais ccmre langue. 
1 2 3 4 5 
0ln'llu:R DE RERNlRE CI-DESS::U3 EN EtO:RCLANl' LA lEI'IRE DE L'ALTERNATIVE QJI OJRRESro'ID 
A VUffiE CPS. 
71. J'~tuclie mes l~ d'anglais 
. (a) de tarp:, en tarps (1 a 2 fois le rrois) 
(b) presque janais (juste avant les exanens ru une interrogaticn) 
(c) ~ ~t ( 2 ru plus de 2 fois par SEmaine) 
72. Si j'avais l'occasicn de parler l'anglais en dehors des heures de cours 
(a) j~ le parlerru.s tcut le t.eqJs et ne parlerais le fr-ruyns que si c'etait 
necessaire 
(b) j~ le parlerais occasicnnellernent, et parlerais le ~s ru les langues locales 
des que c' est possible 
(c) je ne le parlerais janais 
~. Pendant les l~ d I anglais j' aimerais 
(a) que ~ l' anglais soU parl~ 
(b) qu'cnparle autant de.~ que pcssible 
(c) qu'il y ait me carbinaison de l'anglais et du ~s 
74 r..~_->. . 
• ~ IU Je stus au crurs d I anglais 
(a) je ne dis jarais rien 
(b) j' offre de ~ autant de fois que c' est pcssible 
(c) je ne ~ qu' aux questicns faciles 
75. Si j' cri lI1 prdJl~ de ~ioo. pendant la lercn d' anglais 
(a) j 'attend:; l' exanen pour danarrler des explicaticns 
(b) je denaooe des explicatioos au professeur iITrnediatenent 
(c) je l'aillie ~t 
76. M::n de . 
VO:tr d' CI'lglais :' . 
(a) 
(b) 
(c) 
je le fais soigpeusanent et attentivernent, et je m'orgarUse pour CCJll)rendre 
t:cJ..it ce Q.le je fais 
j 'y met trl peu d' effort mais poo autant que j' aurais pO 
je ne m'y attarde poo trqJ; je le fais rapidement. 
13 
o 31 
0 33 
034 
o 39. 
I ... I 
77. 01a::tue fois que men crurs d'anglais Ire cree un obstacle 00 des problemes de carpre-
hensien: 
l 
(a) je change d'awroches (techniques/~thodes d'apprrotissage) jusqu'a ce que ~ 
rrarche 
(b) je laisse tarber pa.Jr attaquer le probl~ de ncuveau SOJS U1 autre angle quand 
j 'ai la tete fraiche 
(c) I -je laisse carrement tarber et j' ooblie. 
78. En ce qui ccnceme ma fcy:n de travailler, je dirais que 
(a) je travaille juste assez pa.Jr me rraintenir 
(b) je ~irai mes exa'Ila1S par pur chance ou hasard car je travaille ~ peu 
(c) je travaille vraiment dur 
79. Si le choix d 1 apprendre l' anglais ne dependai t que de rroi 
(a) je le laisserais tomber 
(b) je l'awrendrais en ~finitive 
(c) je ne sais ~ si je l' awrendrais ou pas 
00. Si men professeur d' anglais vrulai t des volentaires pa.Jr faire un devoir sur.pl~taire 
(a) je le fairais seulement si le professeur Ire danandait persrnnellanent 
(b) je me porterais volentaire sans faute 
(c) je ne me porterais ~ volentaire 
81. S' il Y avai t des anglais 00 des anglq::hcnes aux envircns de chez rroi 
(a) 
(b) 
(c) 
je laIr parlerais en anglais le plus possible 
je ne leur parlenus janais en anglais 
je leur Parlerais parfois en anglais. 
82. 0Jand en me remet mes devoirs d' anglais 
(a) je les jette puranent et siIrplanent clans mcn pupttre 
(b) je les reccpie t.aJjrurs en corrigeant mes erreurs 
(c) je les regarde mais je ne me donne pas la peine de corriger les fautes. 
, 
83. Le plus de prOOl~ ou d'd:::stacles je parviens ~ franchir clans m::n crurs d'anglais 
(a) 
. (b) 
le plus j' aime mes l~ d' anglais 
1 I ~ e plus j' ai envie de renccntrer et de rescudre des problemes carplexes 
(c) le rroim le crurs m 1 in~ 
84 •. Attribuez U1 indice de valeur (1 ~ 5) ~ chacune des langues suivantes d'~ leur 
lq:lor1::an::e, selcn VUlS, dans la soci~~ zairoise rroderne d'aujcurd'hui et de danain. 
Notez cp..!e; 1 = 'IRES IMFORI'ANT, 2 = ~ ThR>RI'ANT; 3 = lMFORI'~ M)'{EN'lE; 
4 = M:m-s ThroRrANI'; et 5 = IMFORTAl'n: NllLLE. Plusieurs langues de mane :irrportance 
n"""",,,_ .... I 
...... ~ u::ut le rrane indice. Ecri vez l' indice clans l' espace prew. . 
· ....... Allanand · ....... Ciluba .. . . . . . . Ki.ka1go ....... Lingala 
· ....... Pq;lais · ....... Espagml ........ Kiswahili P~s 
· ....... Arabe ~s . . . . . . .. Langue matemelle ....... Russe · ....... 
FIN DE lA SEcrroo IU. 'lUJRNEZ LA PAGE, LISEZ ATIENTIVEMiNl'lE3 IN3'lRCI'ICl'S AVPN!' DE 
\Us ME'rTRE A REroIDRE SVP. 
14 
D 41 
0 42 
043 
045 
48-59 
15 
SECTION IV 
I. APTITUDES 
nsrnucnu'B 
I 
Ileauca.Jp de gens aimeraient awrendre I' anglais prur devel~r une Ol plt.'sieurs des aptitudes 
suivantes. Indiquez le ~ avec lequel cela s'awlique ~ votre cas en utilisant l' indice 
I ~ 5. Notez que: 
I = CXWIEIEMEI'll' D' ACXX>RD (00 C' EST 'IU1I' A FAIT r.m C/IS) 
2 = C' EST PARTIElLEMNI' M:N CAS 
3 = NEllrRE (ie, CECI N'EST NI VRAI NI FAUX roJR IDI) 
4 = C' EST PARTIEIJ...El,1ENr "PAS Ml'l CAS" 
5 = PAS lXJ 'lUJT IE CAS 
LIsEz ATIENrIvErflIT Q-IAQJE POmI' ET m:::ERCLEZ L' INDIa: <;m REPRESENl'E IE MIEUX \ItJI'RE CAS. 
J 'AThlERAIS AFHID'IDRE L' Ar'GAIS roJR : 
85. Etre capable d'engager U"le ccnversaticn naturelle 00 romele (sur des sujets fcrniliers 
Q.l jcunialiers) avec des natifs de la langue anglaise (ie les anglais, les anericains, etc) 
1 2 3 4 5 
\. / 
86. Etre capable de lire des docunents (livres, articles, etc) relatifs a ma specialite 00 
I 
m::n PrograTme de ca..IrS ecri ts en anglais. 
I 2 3 4 5 0 61 
fJ7. Etre capable de correspcndre en anglais (ie, krire des lettres sociales - aux crnis, 
Q.l des lettres d'affaires, etc) 
I 2 3 4 5 0 62 
00. Etre capable de lire des histoires 00 des I"ClTa1S ~its en anglais 
I 2 3 4 5 0 63 
89. Etre capable d'~ire des histoires et/oo des rcrTEl1S en anglais 
5 D 64 I 2 3 4 
00. Etre capable de lire (et hien si:ir- carpn:udre) la ~ie anglaise 
5 0 65 I 2 3 4 
91. Etre capable d,hire des ~ en anglais 
5 0 66 I 2 3 4 
92. Etre capable de lire des revues et des ja.JITIaUX ~its en anglais 
5 067 I 2 3 4 
93. Etre capable d I ~ire des articles scientifiques et professicrnels en anglais 
5 0 68 I 2 3 4 
94. Etre capable dl~ter (00 suivre) des ~ssims en anglais 
5 069 
5 DIU 
I 2 3 4 
95. Etre capable de suivre un film en anglais 
I 2 3 4 
I ~. S'H Y a LI1e OJ pl15ieurs autres aptitudes qui ne sent pas menticnnees sur la page 
, , I 
precedEnte ~ va.s aimeriez bien develcpper en anglais OJ si va.s avez une ru des 
raiSQ1s pa..!r lesqueUes va.s apprennez ru aimeriez apprendre l' anglais qui ne sent pas 
I , , , 
refletees sur la page precedente, ecrivez-les clans l'espace ci~: 
· ......................................................................................... . 
· ......................................................................................... . 
· ......................................................................... '.' .............. . 
II. <m:ERNANr lE cnJRS 
ll'£'I'R!nICN) 
I ~ls scnt les aspects d.l crurs d'anglais mentioones ci-<lesea.s airneriez-va.s voir se 
I I ~ , 
develc;wer OJ se !'enforcer dans votre crurs? M:lnifestez votre interet (ru le degre 
d' acceptatioo des aspects en questioo) en encerclant un sail des indices 1 a 5 ru 
1 signifie ''IDES FAVORABlE', 2 signifie 'ASSEZ FAVORABLE', 3 signifie 'NEUl'RE' ru 
'DESlR ~DYEN', 4 signifie 'ASSEZ DEFA\IORABLE' et 5 signifie 'WES IEFA\IORABLE'. 
J' AIMERAIs ~ l.E3 ASPECl'S SUIVANIS 00 cnJRS D' ArGAIS OOIENI' 
DEVELOPPES CU RENFORCES 
97. Pratique et exercices de ccrrposi tioo et de dissertatioo anglaises 
1 2 3 4 5 
00. Ense~t OJ plutot awrentissage des ~es de grarrnaire et leur awlicatim 
1 2 3 4 5 
99. Exercices de proocnciatioo 
1 2 3 4 5 
100. Exercices de lecture (ie, lire, crnprendre et interpreter une histoire OJ le cmtern.l d'un 
livre, d'l.I1 article, etc) 
101. 
l~. 
1 2 3 
~ , 
Inititi \ 
a 00 a la recherche et aI' utilisatioo des li vres ru manuels, 
, 
et des dictianaires 
4 5 
d'anglais. 
1 2 3 4 5 
Etr-e ~ de lire des livres, des revues, des joomaux, etc en ang1ais et de faire 
beauca..p de travaux persanels ru individuels sa.s forme de projets, devoirs, et exercices 
pratiques de differentes natures. 
1 2 
103. Pratique et exercices de cooversatioo 
3 4 5 
1 2 3 4 104. 
Etr-e en:o.z-agi de pratiquer l' anglais et de cmverser en anglais en dehors des heures de 
5 
COUrs ~ \ I 
grace a des activites ~i-scolaires a:rnne le tiktre, les excursi(]1S, l'English-
Club, 
l'encontre avec les nati:.:s de la langue anglaise, etc. 
1 2 3 4 5 
IG 
DJ 71-2 
o 73 
D 74 
o 75 
D 76 
0 77 
o 
, ; I 
105. Etre encourage d'ecruter ru de suivre des anissioos en anglais 
1 2 3 5 
"-la:;. L'errploi d'un enregistreur ru de n'inl:x>rte quel autre systane S010re et/a.! audio-visuel 
1 2 3 4 5 
lW. L'errploi du francais ru des l~ locales poor l'explicatioo du COJrS ru de certains ) 
aspects difficiles du CUJI'S. 
1 2 3 4 5 
100 0-<'..:.. I \ '- I' I 
.nC"Uuctioo du :x:rnbre d'eleves jusqu'a envircn 15 eleves/etlidiants par salle pendant les 
l~ d' anglais 
1 2 3 4 5 
100. Travail et devoirs en graJpes 
. (d'~b..rle) en classe et pendant les heures libres. 
1 2 3 4 5 
110. Pas d' exanen,s ru s' il y en a, que ce soit des exanens en gr<XJP€S de discussioo. 
1 2 3 4 5 
Ill. Augnentatioo de ncnt>re d' heures d' anglais par saraine. 
1 2 3 4 5 
112. \ 
se raportant a .. otre Plus d'irrportance a la langue technique et professiooelle(ie, 
branche de SJk:ialisatim ccmre par exarple les sciences, la techoo1ogie, le carrnerce 
et l'adninistraticn, etc) qu,~ la litt~'a:h.Jre. 
1 2 3 4 5 
113. Un I "\ 
CUlrs varie ru I' 00 awrend la langue a I' aide ru a travers 1es autres branches 
I ,\. , , 
eUrliees a l'ecole, sp&ialement les branches de ~ialite, la g~e et l'histoire 
de I' Angleterre et/ru des Etats-Unis. 
1 2 3 4 5 
114. S' il Y ad' autres aspects du c:aJrs d' anglais qui ne salt pas repris ci~ que va.s 
. a:Uneriez bien voir se ~1~ ru se renforcer ( ru s' areliorer, mentimnez les dans 
I' €Space Ci-desscus: 
· ......................................................................................... . 
· .................. . ':,' .................................................................... . 
· ......................................................................................... . 
17 
llTI 0 
1-3 4 
0 5 
06 
0 7 
D 8 
D 9 
D 10 
0 11 
0 12 
o 13 
CD 14-5 
In. LE ffiOFESSEUR IDEAL D' ArGAIS 
C' I , l-desso..s VCU3 avez tn certain nc.r.iJre de particulari tes qui caracterismt tn professeur 
I ~ ~ 
de la1gue etra1gere, notaTment l'anglais. Priere d'indiquer l'i.rTportarx::e de ces part-
'cul ' I I ""tre'" deal" 1 arl tes, selcn vaJS, poor definir le professeur d' arglais que vaJS pensez el, 
, 
tel que VQJS l' 1maginez. N' encerclez qu' tn seul indice pa.II" cheque quali te. f'OIEZ ~: 
1 'rnES IMUrrA"n' 
2 = ASSEZ ThRmANI' 
3 = Im:lRTAta MJYENNE 
4 
= moo MURI'ANI' 
5 
= PAS III 'IU1l' IMDRI'ANf (cu Th'FOOTAta i'ULLE) 
LIsEz ATlENI'IVE»Nr rnA~ rooo AVPNr DE RERNJRE 
!! Pln"EssEuR IlEAL D' A."aAIS: 
U5. <:ana! t et par le bien I' anglais. 11 le ccnna1 t jlEql.le dcB1s ses rooirores ~tails 
1 2 3 4 5 
U ", , 
6. cx:mait et COTprend le langage prq>re au cbrai.ne de ~ia1isaticn de ses eleves/etudiants 
(par exeTple le 1angage prq>re aux sciences et ~ la techoologi.e) 
1 2 3 4 5 
U7. .. I \ , CCOnal t bien ses eleves/ etudiants, , "'" , " les aide a (mieux) se coona1 tre eux-nanes et a CCJ1I1al tre 
leurs ccn:iisciples. 
1 2 3 4 5 
llB. est 11.'~-'. " \ repcnd 
.ut::.I. cu. Il laisse les eleves croisir leurs sujets de devoir Ol de travail, 
, ' 
volcntiers aux questioos et crlnet la ccntradicticn (Ol d ,~tre ccntredi t par ses eleves/ , 
etu:li.cnts ) 
1 2 3 4 5 
U9. 1\, \ \ , , ~ aoc eleves/etuiiants a travailler (ie, a chercher et deica.lvrir tne rrethJde de 
tra 'I ' \. , 
:vat peI"S(rnelle efficace) , a penser et a reflechir. 
1 2 3 4 5 
la:>. explique bien; c~t. 
121. 
1 2 3 4 5 
\. \ 
se libere a I' occasicn W rTan.lel poor organiser scn caJI'S avec la collaboraticn de ses 
ell~ t I .... , , ;', ~.= e en ~ avec les orientatioos et les interets de ses eleves/etud:ia1ts. 
122. 
1 2 3 4 5 
enl' 'l , \ " 
eve aux e1eves/etudiants la peur de parler 1'mglais (en cl~ Ol a 1 'exterieur) 
1 2 3 4 5 
123. ins' te ' , 
18 plus sur la langue par1ee que sur la langue ecrite. 
1 2 3 4 
124.n'attache ' , 
pas ~ d' inportance a la prcncnciaticn, au rythne et aI' intcnaticn. 
5 
1 
125. 2 fai t faire h.,~. ~ - de ' 
gtC¥!Il"all'e. 
3 4 5 
1 2 3 4 5 
o 16 
o 17 
D 18 
o 19 
020 
ll21 
0 22 
023 
02tl 
025 
026 
126. 
lZ7. 
128. 
129. 
13:). 
fai t apprendre beal..lCOlp de vocabulaire pratique COlraI1t 
1 2 3 4 5 
fai t ~rendre des chants en anglais 
1 2 3 4 5 
enseig)1e beauca..;> de du3es sur la ~e, I' histoire, 1es m <:t.'UI"S : bref, la cul1llre 
des natifs de la langue anglaise. 
1 2 3 4 5 
Il I , ".) , 
ne parle que l'anglais avec ses eleves/eb..diants (en classe carrne a l'exteneur et n ex-
plique jarais en ~s ru autre la1gUe, quel que soH le problane. 
1 2 3 4 5 
; \ I . 
par1e le rroins possible paJr laisser les eleves/eb..diants parler le pIts poss~ble. Il 
fait parler t.c:us ses ~l~ves (n::n pas seularent quelques uns) et les aide ~ parler beaucaJp 
pendant les lecoos. 
!> 
1 2 3 4 5 
131. fait faire des jeux en classe. 
H. 
132. 
133. 
134. 
135. 
l~. 
1 2 3 4 5 
Aj te .... I ...... \ . . OJ z a cette liste de quali tes ce11es que VCU3 pensez etre tres iJTportantes malS qLU 
ne figurent pas sur la liste: 
· ......................................................................................... . 
· ......................................................................................... . 
· ......................................................................................... . 
· ......................................................................................... . 
· ......................................................................................... . 
iii. s€lecticnnez panni les quali~ de la liste ci-dessL5 (Na3 115 - 136 ) les cirq 
/ ~ 
quali tes qui, seloo VOJS, sent les pIts :inpor1:a1tes et les cinq quali tes que VOJS traNez 
les rroins :i.Irportantes. (sui vant I' ordre d' iIrportarx::e) • Prur rejxndre ~i vez les ~ des 
",,~,.+-.!... /, ... I 'i'-"'-L~o..c::; q.Je vcx.s avez selectianees dans les carres nunerotes ci-<iessa.Js: 
" 
137. ~ c~ quali ~ les pIts i.JTport;a1tes (avec 1 la pIts irrportante de taltes) 
I 2 3 4 5 
+ [ I I I I I (~9) (LlO-l) (42-3) (44-5) (46-7) 
l2e. ~ c!rq quali~ les rroins :iJrporta1tes (avec 1 la rroins irrprtante de taltes) 
1 2 3 4 5 [ I + 
(48-9)(50-1)(52_3) (54-5) (56-7) 
19 
0 27 
D 28 
D 29 
D 3) 
D 31 
D 32 
o 
B 
33 
34 
35 
036 
0'37 
ITl:£..9 
CD LlO-l §3 42-3 44-5 46-7 
0]48-9 
11 ~ ffi-l 52-3 
DJ 54-5 
[0 ffi-7 
SEC T ION V: M]\j CXJJilS. ;' '0\ LIVRE ET t.m PRCJF1'SSEUR D' Al'(;lAIS 
IN'l'RDXTIrn 
Sur les pages suivantes il vous est ~ de dcrl!1er votre q>ini<n et/oo vas inpresSia1S sur votre 
ClO..Irs, votre professeur et votre livre actuels d'anglais en encerclant l'indice qui represente le 
I l 
mieux pcssib1e vas sentiments. Les indices 0 a 2 soot in~tes de la maniere suivante: 
o 
1 
2 
= 
NElJl'RE 00 INDIFFERENI' (ie I NI L' UN NI L' AurnE) 
PARI'IEU..EMENI' D' AOOJRD 
= 'IUJI' A FAIT 00 CXM'I.E'I'EMEl' D' AClXlRD 
Les exE!ll>les ci-dessous illustrent cette coclificatim. 
Exemple 1: 
r.rn 0lJRS D' AI'G.AIS: 
a:M>LIQJE 2 1 (6) 
AGREABu: 2 G) 0 
FN'AA'EUx 2 1 0 
00'Iru:TIF ® 1 0 
Cec · t· , , 
. 1. es lIlt.erprete carrne suit: 
1 2 SIMPlE 
1 2 DESAGREABLE 
<D 2 FASCTI'lAT 
1 2 "~ IN3'l'Rl.CI'IF" 
'M:N CUlRS D' ArGAIS N' EST NI CXXI1PLI~ NI SIMPlE (0), IL EST PS5F2 AGREABLE (1), PS5F2 FASCrnAl'IT (1), 
ET 'ffiES IN3'1IDTIF (2).' 
(a) I Va..s avez d:nc encercle '0' dans le pranier cas parce que vous pensez que votre CCA.JI'S d' anglais 
est neutre (il n'est ni crnpli~ ni sirrp1e). 
(b) Va.s avez ereercle 'I' dans le sec<nd et le troisi~ cas parce que vous pensez que votre COJI"S 
d'anglais est ~ la fois ~le et fa'3Cinant MAIS PAS AUSSI AGREABLE ET FASCINANl' que vous auriez 
a:im(. 
(c) Va.s avez encerc1e' '2' clans le demier cas parce que vous etes c<nvaincu(e) que votre COJI"S d'ang1ais 
est ins~tif. Vrus ~tes cknc parfai tenent d' accord avec le qualificatif 'instructif' pour ce 
qui est de votre ccurs d' anglais. 
Le Pl'incipe est le n6ne ~ exprimer vas q>inia1S sur votre professeur d'anglais. En guise d'exercice, 
E$A.YEZ DE CXDIFlER lES OPINIO'S EXPRIMEES OArS L' EXEWlE SUIVANI': 
~X E M P LE 2: 
~~ O'Al'GLAIS EST (TRES) MITCAL, ~ (00 UN PEU) ORGANISE, PAS INIELLlGENl'MArS PAS 
'::::""-"'AJ~. n. ENSElGE BIEN.' 
AMICAL 2 1 0 1 2 PAS AMICAL 
~ 2 1 0 1 2 ORGANISE 
lNIELLE:Grnr 2 1 0 1 2 IMBECIlE 
ENsEI(}lE rtAL 2 1 0 1 2 El'SEICM: BIEN 
~ \UIRE IlEFU'EE AVANT DE CXMI1ENCER A REfU'IDRE A CETI'E SECT 100 (voir la ~ correcte au bas 
la page). SI ~ REfO:'.SE N'EST PAS CXlRRECIE, E'IUDIEZ DE NJ.NEAU LE OJDE AVPNr DE cx:MiE!'CER A 
REJ:u.mE 00 I:DWDEz DES EClAIRCISSEr>ENI'S. 
REFaIsE: EX E M P LE 2 _ Encercler '2' pour (TRES) AMICAL, et OOEICN.: BOO; 'I' pour ORGANISE; 
et'Q' PQIr I' axe lNlELLIGENI'-ThEEClLE. 
/ 
- /1'_ i J 
RAP P E L: 
TRAVAIllEZ VI'lli. CE ~ V\J3 PREMIERES IMPRFS3ICN3 qJI CUVPI'ENf. NE Vill3 ATIARDEZ IXl'K:: 
PAS A REF1IDiIR. va.s N'AVEZ QJE DIX MlN.Jl'ES FUJR RElUIDRE A CETIE PARTIE. 
139. 
, 
Encerclez le chiffre qui represente le pl15 poosib1e votre opinim et/ru vce iITpressims 
de votre caJrS d' anglais actuel. 'ffiAVAIlLEZ VIlE SVP. 
t.rn CUJRS D' AI'¥:rl.AIS 
At"J1ME 2 1 0 1 2 INANlME 
AGRFABLE 2 1 0 1 2 DESAGREABLE 
MAL ENSEIG'JE 2 1 0 1 2 BIEN El'SEIGNE 
SIMPLE 2 1 0 1 2 ClM'LlqJE 
lliUITLE 2 1 0 1 2 l!I'ILE 
FASCINANr 2 1 0 1 2 EI'HJYEUX 
DIFFIClLE 2 1 0 1 2 FACIlE 
INl'EREssiwr 2 1 0 1 2 PAS lNI'ERESSANl' 
DlSTRAYANr 2 1 0 1 2 CAPI'IVANl' 
CXlNAnQJANr 2 1 0 1 2 PAS CXl'NATIQJANl' 
EMBlUJILLE 2 1 0 1 2 CLAIR ET <ll'crS 
IN:i:rRLcrIF 2 1 0 1 2 PAS IN3'I'IUTIF 
DECEVANr 2 1 0 1 2 SATISFAISANl' 
VALABIE 2 1 0 1 2 ~VALABlE 
IMEmrANr 2 1 0 1 2 PAS IMFDRl'ANl' 
NECEssArRE: 2 1 0 1 2 PAS NECE3SAIRE 
lvt:mra'lE 2 1 0 1 2 VARIE 
CUlEREm 2 1 0 1 2 m::rnERENl' 
14:). Carment auriez-VUJS vo..U.u que vo~ ca..trS d'anglais soit. Ecrivez les qualificatifs 
I 
CU quali tes par ordre d':inporta1ce avec 1 = le pl15 iITportant et 5 = le rroins , 
:irrpor\;ant. 
1 
2 
3 
4 
5 
..................................................................................... 
" .................................................................................. . 
• •••••••••••••••••••••••••••••••••• ••.•••••••••••••• e.e •••••••••••••••••••••••••••••••• 
· ................................................................................... . 
· .................................................................................... . 
0 
0 
0 
B 
0 
0 
D 
D 
0 
0 
D 
D 
D 
D 
0 
0 
D 
§ 
o 
o 
21 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
'iD 
71 
72 
73 
74 
75 
76 
77 
78 
79 
00 
" 
.. i. ~, 
14l. Encerclez le chiffre qui correspcnd le plus pcssible a votre qlinioo et/w V(.B 
inpressioos de votre professeur d' anglais actuel. TRAVAIUEZ VTIE SVP. 
r-rn ffi'JFESSEUR D' ArGAIS 
Ai\{[O'U. 2 1 0 1 2 INAMICAL 
~ 2 1 0 1 2 ORGtINISE 
ACI'lF 2 1 0 1 2 INACITF 
NEGl..IG'.ANr 2 1 0 1 2 Dt.1.UJE 
IMAGINATIF 2 1 0 1 2 SAr£ WlAGINATICl'J 
lMPA1TINI' 2 1 0 1 2 PATIEm 
~ 2 1 0 1 2 lNll£CIENCIEUX 
Il'UlBlE 2 1 0 1 2 JU3'IE 
PLA!sAm' 2 1 0 1 2 DEPI.AISANl' 
PARESsEux 2 1 0 1 2 LAOORIEUX (TRAVAILLEUR) 
El'FICACE 2 1 0 1 2 lNEFFICACE 
lRRESPEcrurux 2 1 0 1 2 RESPECIUEUX 
RESPEcrE 2 1 0 1 2 IRRESPECI'E 
~A:\rr 2 1 0 1 2 awETANI' 
APAmiABu: 2 1 0 1 2 ll'lAPPRCXliABU: 
TI'aN3IBU: 2 1 0 1 2 SEN3IBLE 
DE"lnlu 2 1 0 1 2 IDnJ 
M!'.aWlr 2 1 0 1 2 GENI'IL (ffi'J) 
CUlNArr SA MATIERE 2 1 0 1 2 NE aNlAIT PAS SA 
MATIERE. 
142. Ecrivez ci-dessa..s par ordre d'inportance les quali~ que voos auriez vrulu que 
\. vo~ professeur., d' ~s pcssede. 
1. 
2. 
3. 
4. 
5. 
· ........................................................................................ . 
· ...................................................................................... . 
· ........................................................................................ . 
· ......................................................................................... . 
· ............................................................................................ . 
.... ~.'" "-
22 
LlLj 
1 - 3 
LJ 5 
0 6 
D 7 
0 8 
0 9 
0 10 
D 11 
B 12 13 
0 14 
D 15 
D 16 
B 17 18 
0 19 
0 20 
B 21 22 
0 23 
o 24 
025 
026 
027 
028 
U 
4 
23 
143. " Encerclez le chiffre qui correspmd le plus pcssible a votre opinicn et/oll V(l5 
inpressiCXlS de votre livre ou manuel actuel d'anglais. WAVA!1LEZ VITE SW. 
M:l'J LIVRE ACIUEL D' MGLAIS 
STIMJLANl' 2 1 0 1 2 PAS STll.uLANI' 0 29 
CXWU<;UE 2 1 0 1 2 SIWLE 0 :J) 
lNIERE$ANr 2 1 0 1 2 PAS INIERE3SAI'IT D 31 
DIFFICILE 2 1 0 1 2 FACIlE D 32 
IN3'IROCrIF 2 1 0 1 2 PAS II\S'lROCI'IF 0 33 
lIDrIIE 2 1 0 1 2 UI'IIE 0 34 
ATrnAYANr 2 1 0 1 2 REFUSSANT 0 35 
r.tN:1lrnE 2 1 0 1 2 VARIE 0 35 
VAlABlE 2 1 0 1 2 t-lN-VALABlE 0 '37 
1NADAPIE 2 1 0 1 2 ADAPI'E D 3S 
PRATI<1JE 2 1 0 1 2 'IHEDRI<;UE D 39 
EM3IOm..r..E 2 1 0 1 2 CLAIR ET cn.x::IS D 4) 
CXH3ISrAm' 2 1 0 1 2 ll'm\SISTANl' 0 41 
MAL fIDlENIE 2 1 0 1 2 BIEN PRESEI'nE D 42 
00iX:N'£ 2 1 0 1 2 ~ 0 43 
144. Carment auriez-vcu:; voulu que votre manuel d I anglais se presente. Ecrivez 1es 
QUalif'icatifs ou quali ~ par ordre d' iJTportance avec le plus irrportant au rn..rnero 
1 et le rroins i.ny.Jortant au nt.Jn&u 5. 
1. 
2. 
3. 
4. 
5. 
· . .. . . .. . . . . . . . . . . . .. . . . . . . . . . . . .. . .. . . .. . .. . . . . . . . .. . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . ... 0 M-
145. 
1. 
2. 
3. 
4. 
5. 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . .. . .. . . . . . . . . . . . .. . . . . . . . . . .. . . . . . . . .. . . . . . . . . . 0 45 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 0 .4() 
· ............................ ~ ....................................................... . D 4~, 
· .. . . . ... .. . .. .... . . . . . . . . .. . . . . . . .. ... . .. . .. ... . .. . ... . .. . . .. . . . .. ... . . . .. . . . . . . . . . . . . D 48 
Pcur tenni.ner, dcnnez ciIxladjectifs qui, se1<n vo...s,qualifient le mieux pa:;sib1e 
/ L / \ 
1.11 eleve iOOa! ou U1 ben e1eve d'anglais. 
· ..................................................... . 
· ..................................................... . 
· ..................................................... . 
· . " .................................................. . 
· ..................................................... . 
049 
o fD 
o 51 
052 
053 
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A P PEN 0 I X I ( i 1 ) 
PARENTS' AND EDUCATORS' QUESTIONNAIRE 
QUESTIONNAIRE DESTINE AUX EDUCATEURS 
INTRODUCTION 
.. I 
Ce questioona:ire fait partie d'U1 projet de recherche ccnduit a l'Lhlversite de 
U::ndres en Angleterre sur l' enseigl€lTl€l1t de l' anglais en Afrique :f'rancq:Xxne. 
L'objectif du questioonaire est de recueillir le plus d'qJir.ims et d'inpressims 
possibles sur des aspects divers de I' enseigl€lTl€l1t de l' anglais au Zaire e1 
particulier. Na.s ~ que les ~ul tats de notre ~te ccntrih.!ertnt ~ aider 
tcutes les perscnnes ~ clans l' ~catioo de la jeunesse (parents, rnaitres/ 
professeurs, adninistrateurs et ~ les enfants eux~) de mieux jCAJer leurs 
~es respectifs. fuJr atteindre ce but nc:u:; avo.rJS besoin d'une collaboratim 
. \ I , 
smcere de tnltes les persoones coocernees. Noos vws prims d:rlc de repcndre le 
plus S~ que vws pawez et de ne pas h~i ter de ccmnenter sur des questims 
\ I 
ru prd::>lanes que noos avrns anis et qui vws sarblent irrportants. Vas repcnses et 
I ...." 
<Xmnentaires seroot traites cxnfidentiellement. En plus, vws n'etes pas oblige 
de mentianer votre nan. Na.s vws ~ims d' avance paJr votre collabaratioo. 
I.M.rVER3m IE LCmRFs 
FAClJLlE DE PSYClO-PEDA<n:;m 
DEPARIDENr D' AN:il.AIs POOR 
LEs NATIFs 0' AUl'RES LArnJES 
1983 
UJBASA. N'TOO 
UNlVERSTIY CF l.Cl"nXN 
Ii'S'ITlUlE CF IDJCATIrn 
DEPAR'IMENT CF ENlLISH 
FOR srnAKEI5 CF <IDlER LAf'G.lA.(E3 
* 
_S _E_C_T::-.::..I ...:::O~N~~I-=-....:D:::ET:.::A~I::::l.S~~~~~ ( = BIFFER lA MENITOO I1VI'IlE) 
1. NOM.. .... .... .. .. ...... f'CS'nOJ!(S) ...................................... .. 
2. C'A'lEOORIE : (a) PAREm'; (b) AI1>IDITS'ffiATIF; (c) EN3EIG'lANl' * 
3. AGE ••••••••••••••••••••••••••••••••• 
4. 
5. 
SEX E: MASa.JLIN/FEMININ * 
lAt"OJE ( S ) ~ 'IEF\I'IEl.J.E (S ) ( a) •••.•••••••••••••••••••••••••••••....••••...... 
(b) ••..••••.••.•••..••••..•...•..••............... 
6. LAl'UJE(S) NATlOOAlE(S) PARLEE(S) 
(a) .•.....•....•••.••.••••..••...•................ 
(b) •...•...•••••••••••••.••••••.••........••...... 
(c) ••.•..•••••••••.••.••.•••••.•••...........•.... 
(d) •••••.••.••.••••••••••••••••••••••••••••....... 
7. RELIGION · ............................................................ . 
8. FOR M A T ION: 
9. 
(a) 
(b) 
(c) 
(d) 
(e) 
* 
* 
* SI cm, IJ>QJELl.E ? 
(~EZ leI) .................................. . 
cm;'rrn * : SI cm, REFrnDEZ AUx. QJESTIO'S (a)-(e) ci-
desscu:;. 
· ............................................................ . 
· ............................................................ . 
N:M3RE D' ~ D'E'IUDE .................................................. 
DAm 
..................................................................... 
DlPUJ.E/TI'I'flE ............................................................ 
~ DE srA~ •••••••••••••••••••••••••• 
2 
1 - 3 4 
[ I 0 D 
D 5 
D 6 
0 7 
I I 8 - 10 
I I 1]11-3 
D 14 
D 15 
D 16 
D 17 
D 18 
D 19 , 
D 20 
0 21 
0 22 
0 23 
0 24 
m 25 - 6 
0 Z7 
0 28 
D 29 
o 
LI:El.J (X) re srACiE: • • • .. .. .. • • • • • . • • . . . . . • . . . . . . . . . . . .....•..•••••••••.••••••••••••• 
DA1E ••••••••••••••••••••••••••••••••••.••.•••••••••••••••••••••••••••••••••••• 
~ ................................................................... . 
................................................................................ 
10. F't:rCrIO'J (S) ..•..•••..•••••••.••....•.•.........•..••.....•..•.••••.•••••••.••. 
11. mCIEUR: RJBUC/PRIVE * 
12. ETA T C I V I L: 
CELIBATAIRE: M:NX'AME/roLYGAME; DI\QRCE; VEUF/VElNE * 
13. NOM8RE D'ENFANTS: (a) DE MDINS DE 6 ANS •••••••••••••••••••••••••••••••••••• 
(b) ENI'RE 6 ET 18 ANS ................................... . 
( c ) AIJ r>El.A IJE: 18 Nl3 ............................................................ .. 
14.. ~IGlrn IJES PAREl'lIS .......................................................................................................... .. 
15. NIVEAU D'ETUDES DES PAREl'lIS: PERE •••••••••••••••••••••••••••••••••••••••••••• 
~ ........................................... . 
Pri~ d' utiliser l' in:li.ce 1-4 pa..lI" ~ta' votre rrattrise des langpes 
carprises dans le tableau ci-dessoos. 1 = EXCELlENI': 2 = BIEN: 
3 = PSSF:l BllN ru PASSABLE; et 4 = f¥E)IOCRE. 
, 
l..A1OJE (S) ttA'lERNELLE (S) 
KISWAHILI 
AtJrnE(S) (ZAmJISES -
Ul~) 
SPECIFn: z svp 
PARLER LIRE 
(~) 
ECRIRE 
(MESEAGE) 
o 
o 
DJ 
CD 
o 
o 
o 
o 
o 
o 
o 
o 
3 
31 
32 
33 - 4 
35 - 6 
39 
41 
42 
43 
44 
IllI]45-8 
[1 1 U 49 - 6, 
[Ill ]~-61 
o I I b7-OC 
{II061-4 
[I I I 165-8 
( 111]69-7 
" 
4 
SEC T ION 11 L' ELEVE IIEAL 
C· _A~ __ ._ 1./ ( ... l.~ vcus avez L81 certain rurbre de caracteristiques PrqJres aux eleves. Priere d'irrliquer 
1 ,· / J J (" .,,, l1lpOrtance de ces caracteristiques, sel<n vous, pcur def'inir l' eleve ideal de langue etrangere, 
... 
a l'occurence l'anglais, tel que vous le ~ez. N'encerclez qu'L81 seul irrlice pcur chc:que 
J 
carocteristique . 
rbtez la sig1ificati<n des indices SVP. 
1 = '!'RES IMffiRTANr 
2 P$EZ IMffiRTANT 
3 = IMFDRTAl'CE MJYENNE 
4 = MJIn3 IMffiRTANT 
5 PAS ill 'IDJT IMffiRTANr 
EXEMPLE 
L 'ElEVE IDEAL 
(a) est poli ru respectueux 
1 2 3 4 GJ (b) pose des questicns raiscnnables 
1 2 G) 4 5 
(c) est intelligent 
1 0 3 4 5 (d) aI' oreille des langues 
GJ 2 3 4 5 
(e) 
est SOCiable et serviable 
1 2 3 @ 5 
SelOl cet exerple, 1 '~l~e i~ (a) n'a pas besoin d'~tre poli ru respec-rueux (5); (b) pooe, 
trut CCntre il peut ne pas poser des questiOlS raisamables (3); ( c) doi t etre relati VEmeI'1t 
intelligent (2); (d) a ru doit avoir l'oreille des langues (1); (e) n'est pas ~t 
SOCiable et Serviable. 
LISEZ A~ QW]JE FOINI' AVPNr DE REfUIlDRE 
· " 
5 
(i) L' ElEVE IDEAL 
17. etulie regulierenent ses 1~ 0 77 
1 2 3 4 5 
18. discute avec 8a1 professeur autant qu' avec ses ccndisciples 
0 4 5 78 1 2 3 
19. rrarorise la matiere enseignee 
0 1 2 3 4 5 79 
2). ccrJnatt et parle bien le f~s 
D 00 1 2 3 4 5 , 
1 - 3 4 [ I I ] 0 
21. est awlique 
1 2 3 4 5 0 5 
22. adapte sa methode de travail a la nature de la tache 
1 2 3 4 5 D 6 
23. est actif t dynanique et travailleur 
1 2 3 4 5 0 7 
24. n' attend pas taJt du professeur 
1 2 3 4 5 0 8 
25. n I attache pas beauc:a.Jp d' inportance aux points 
0 9 1 2 3 4 5 
26. ccrna1't et parle bien sa langue rratemelle 
1 2 3 4 5 D 10 
27. sai t exploiter l'infonnatioo a::ntenue clans ses rranuels de ccurs 
1 2 3 4 5 0 11 
28. 
ne parle que l'anglais avec srn professeur d'anglais et ses ccndisciples 
, 
5 0 12 1 2 3 4 
29. CC!'lnatt et parle bi~ au rroins une des quatre langues natiooales 
1 2 3 4 5 D 13 
3J. 
est interesse par la culture des natifs de la langue anglaise 
1 2 3 4 5 0 14 
31. 
se sait l"eSpcrJsab1e de ses eUrles (de sa reussite et de srn €chec) 
1 2 3 4 5 0 15 
6 
(ii) Ajcutez ~ cette liste de quali~,celles que VO .. lS estiIrez ~tre irrportantes rrais qui 
, 
ne figurent pas sur la 1iste. Irrliquez la portee de 1eur irrportance en encerclant 
lI1 des indices 1 - 5. 
~. . ...................................................................................... . o 16 
1 2 3 4 5 
33. • • •• • • • • • • •• • • • • • • • •• • • •• • •• • •• • • • • • • • • • • • • • • • . • • • . • • • • • • • • • • • • • • • • • • • • • • • • • •• • •• • • • • • • • • 0 17 
1 2 3 4 5 
34. . ..........•..•...••.•..........•......................•.••..............•.••••......•... o 18 
1 2 3 4 5 
33. • ••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• o 19 
1 2 3 4 5 
:3E3. • ••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
1 2 3 4 5 
(Hi) Se1eeticmez parmi 1es qualitk de la liste ci-<lessus 1es cinq quali~ qui, se1cn 
I 
vcus, sent 1es plus inport.altes, et 1es cinq qualites que vcus troovez 1es rooins 
• I I , 
l1TlX>rtantes (sui vant I' ordre d' irrportance) • Po..Ir repcodre ecri vez 1es nuneros 
des qual .... L . I I., I . .... ___ ._ l."""" que vcus avez se1eetl.cnnees clans les carres nunerotes cl.~: 
'37. / . Les cin:t qualites 1es phE irrportantes (avee 1 la plus inportante de to..rtes) 
2122 
1 2 3 4 5 E±b + [ I (21) (22) 232425 (23) (24) (25) 
38. Les cin:t quali~ 1es lOOins inportantes (avec 1 la lOOins irrportante de t.cutes) 
1 2 3 4 5 2627 [ + 
(26) (27) (z::;) (25) (3'J) 28293'J 
J 
SEC T ION III 
I / 
Il3ns cette partie du questiCJ1l1ai.re il vas est darande de marquer votre accord ru desac-., 
cord avec certaines cpiniCJ1S que les gens mt de I' enseigrlen€nt et de l' apprentissage des 
, \ 
langues etrangeres. Ensuite rx:A..S airneriCJ1S CCClI"la1.tre \100 cpiniCJ1S sur 1 'erneigranent en 
/ , 
general. et sur celui de I' anglais en partia..ilier. 
I \ 
Par reparlre aJX questiCJ1S iv et v eocerclez LI'l des indices 1 a 5 dans d1cque cas. 
1 = ~ D' ACXXHl, 2 = PARI'IEI.lDENl' D' NJJFD, 3 = NEUmE (ru SANS Am), 
4 = PAR'l'IEl.IlMNr PAS D'AaXH>, et 5 = ~ PAS D'Arom. 
iv Par . / ( 
• !rOl, apprendre l.I'le langue etra?gere c'est: 
/ 
39. etu::iier la gramaire et la littera.b..Ire de la langue en questicn 
1 2 3 4 5 
/ , 
«:>, ~ et pratiquer le vocabulaire et la gramaire de la langue etrangere en 
QJesticn 
1 2 3 4 5 
41. \ \. / ~ a cxnverser dans la la1gue etra1gere 
1 2 3 4 5 
, " ,.. 42. ~ a lire des cbcunents relatifs a m::n cbraine d' interet clans la langue en 
Q.Jesticn 
1 2 3 4 5 
43. \ / ~ a ecrire des lettres dans la langue en questim 
1 2 3 4 5 
44. ~ ~ disserter dans cette langue 
1 2 3 4 5 
45. " I \ ~ a carprendre et a int.er,Jreter la langue etrangere en questim 
1 2 3 4 5 
7 
o 31 
0 32 
0 33 
0 34 
0 35 
D ~ 
0 37 
I I 
\ 
46. apprendre a CXJ1'l)rendre et a dire des phrases et des expressirns de la langue en 
questirn 
1 2 3 4 5 
47. \." I \ awrendre a lire et a interp"eter la langue etrangere en questirn 
1 2 3 4 5 
48. t.a..rt autre dn:;e (SPECIFIEZ svp) 
v. 
49. 
:0. 
51. 
52. 
53. 
· ................................................................................. . 
· ................................................................................. . 
· ................................................................................. . 
Po..Ir roi, enseigner t.ne langue (~trang~re) c'est: 
I \ d::tner aux eleves beau:a.Jp de grarrraire, beaucoJp d' exercices de lecture, de a:m-
pooi tirn et de ccnversatirn en classe 
1 2 3 4 5 
, 
chner \.I'le ccnnaissance de base en grcmraire fonrelle et en strategies de ccnm.nicat-
. I I \ / " lrn (orale et ecri te) que les eleves devra1t transferer ru adapter et develcpper clans 
la vie pratique 
1 2 3 4 5 
enseigner beau:x:q:> de vocal::lliaire pratique c:n..rrcmt et lI1 peu de grarmaire de base 
1 2 3 4 5 
I \ \. / I\" 
awrerrlre aux eleves a ccnverser, lire et ecrire clans la langue etrangere 
1 
cbelcwer chez 
, 
e~ 
1 
2 3 4 5 
les ~lJves t.ne ru plusieurs stra~es d' arprentissage de langues 
2 3 4 5 
I 
54. develq:.per chez les ~l~es t.ne ru plusieurs stratk;ies de CO'111'lJI'1icatirn en langues 
I 
55. 
93. 
etrang~ 
1 2 3 4 5 
1n.rt a.rtre dn:;e (SPECJFIEZ SVP) 
" 
............................................................................ : ..... 
· ................................................................................. . 
· ................................................................................ . 
, , 
C01siden:nt I' €flSeiglement tel qu' il est aujOJrd' hui. et I' edJ...caticn tradi tiCl'l"Yalle, 
quels sent les points faibles ru ~tifs et les points forts ou IXSitifs de 1 'tn 
et de l'a.rtre? (OOYEZ BREF DAI'S VOIRE RERN.'iE SVP) 
.................................................................................. 
· .................................................................................... . 
· ................................................................................. . 
· ........................ ~ ....................................................... . 
8 
o 
o 39 
B 4) - 1 
o 
o 43 
o 44 
o 45 
o 46 
D 47 
B 48 - 9 
B :D - 1 
57. Pensez-vo..s que I' enseil?Jlffil€l1t de I' anglais est UIe benne c.ha3e (c' est ~ di re CjllP 
c'est inlx>rtant de l'enseigper aux enfants)? 1 = aJI: 2 = I'll'l; 3 = NI lINE [UlNE 
aJ ll'lE MAWAISE Q-ffiE; 4 = NE SAIT PAS 
1 2 3 4 
58. Justifiez votre ~ (mYEZ BREF SVP) 
.................................................................................. 
.................................................................................. 
.. . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . .. . . . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . . . . . . . 
~. PE'!1sez-vo...s que l'enseignanent de l'anglais est 1I1~? 
1 = cm; 2 = tm; 3 = NI UN SlXX:ES NI UN ECl-IEC: 4 = NE SAIT PAS 
1 2 3 4 
00. Justifiez votre r€rxnse (mYEZ BREF SVP) 
.................................................................................. 
.................................................................................. 
.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ... . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . " . 
SEC T ION N: L' Fl'SEIC1'lEMENI' ET L' APPRENI'ISSAGE DES LArn.JES NATIrnALES 
\ Cette sectioo cx:ncerne votre q::>inioo des langues natiooales et de leur apprentissage a 
1,' 1 eco e. Encerclez lD1 des indices 1-5 (questicrs 45, 47, et 49)prur expriJrer vo1:re 
q::>iniQ1 que VW5 allez ensuite justifier (questicrs 46, 48, :0). 
SigUficatioo des indices 
1 = 'mES FA\DRABIE 
2 
3 
4 
5 
= M:n':REMNr FAVORABLE 
= OOlFFERENr 
=LEGE:REMNr DEFAVORABLE 
= PAS 00 TaJr FA\crlABLE 
!,x e m p 1 e: 
1. \ \. I Et.es-VUJs favorab~e aI' ense:i.gnement de votre langue matemelle aI' ecole seccndaire? 
1 2 3 5 
2. Q..lelles Sa1t \TOO raisoos (g)l'EZ BREI" SVP) 
~ e~ •••••••••••• " ••••••••••••••••••••••••••••••••••••••••••••••••• " ••• " 
............................................................................. " .. " .. 
....... " ................... " ................ " ................ " ............ " .. " .. ,,"" 
La~- "" " I \" I 
• '-tAA s:x: de I' exarple ci~ signifie que va.s etes legeranent defavorable a l'l00e 
qJ' Q1 enseigle votre la1gL1e matemelle ~ l' ~le seccrrlai.re. M3.:is s' il y a des argunents 
SOlides en faveur de l' idJe I va.s palITiez changer d' avis et d:n::: e1:re favorable ~ l' i~ 
<1-l'Q1 ense" \ I " 19T1e votre lcngue matemelle a 1 'ecole secx:nda.ire. 
LIsEz A~ a-IA<»: mM AVPm DE RERl'IDRE. 
61. Etes-vu.s favorable CA.! ~favorable ~ l' intrcx:llctioo des langues naticnales cam::e 
brarcbes a.JX ni veaux secx:nda.ire et ~ieur de l' ense:i.gnement? 
1 2 3 4 5 
9 
B 53 - 4 
D 55 
B :6-7 
62. Q..telles sent vas raiSCl1S (SJYEZ BREF SVP) 
· ................................................................................ . 
· ................................................................................ . 
· ................................................................................. . 
63 -' t· 
. Q.Jelle semi t votre cpinicn 00 rea:ticn si l' anglais devenai t une branche facul ta 1. ve 
au secax:laire et que I'm introcb..iisai t l' enseigl6OOl1t d' une des langues naticnales, 
"'-- \. ,/ \ _......... t 't 
au uvix, cx:mre deuxiere langue fa::ultative (c'est a dire, les eleves UJU1.Sl.SS€fl SOl. 
l'anglais soit une ~ natimale de 1eur choix, autre que celle qu'ils par1ent) 
1 2 3 4 5 
64. Q.Jelles sent vas raiSCl1S (SJYEZ BREF SVP) 
· ................................................................................ . 
· ................................................................................ . 
.. .. . . . . . . . .. . . .. .. . . . . . .. . .. . . .. .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . .. . . . 
65. Q.JeUe semi t votre ~tim ~. l' i~ de rendre le francais et l' anglais facul tatifs 
, , ) 
a l' eco1e en faveur des quatre 1angues naticnales? 
1 2 3 4 5 
66. Et queUes sent vas raiSCl1S (OOYEZ BREF SVP) 
· ................................................................................ . 
· ................................................................................ . 
· ................................................................................ . 
SECTION V 
Dens cette COJr'te secticn il vws est en fai t ~ d' ~valuer 00 de classifier selcn 
leur intx>rtarx::e pcA..Ir 1es Zairois, 1es 1angues naticnales et certaines 1angues in~ 
nati~~' I , \ ,I 
'"'lCLI.es. OOYEZ prepares a jt5tifier votre evaluaticn. 
67. Attribuez tn irrlice de valeur (1 ~ 5) ~ d10ctne des langues suivantes d'~ 1eur 
inrxrtance , selcri'vws, clans la soci~te' Zairoise rrodeme d'aujcuro'hui et de demain. 
Not.ez que 1 = 'rnES ThRRrANl'; 2 = PS3F.l IMFORl'ANl'; 3 = IMfffiI'Nn: r.oYE!'l-lE; 
68. 
4 = MJIN3 Im:mANl'; et 5 = IMUrrArrn NJLlE. Plt5ieurs 1angues de ~ ~ 
prement le ~ irrlice. Ecrivez l'in:lice de votre choix clans l' espace prew SVP. 
Al1emand ••••••••••••• 
Anglais 
Arabe 
CilLba 
~1 
F~s 
· ........... . 
· ........... . 
· ........... . 
· ........... . 
· ........... . 
(67) 
(68) 
(69) 
(70) 
(71) 
(72) 
Kikoogo · ................. 
Kiswahili · ................. 
Langue rratemelle · ................ 
Lingala · ................ 
Porb..lguais · ................ 
Ib.Jsse · ................. 
J\.St' f' ,I 
1 lez \'otre evaluaticn en quelques quatre l:ig;1es tout au plus (EXPRIMEZ 
clairenent vas ickes. Pas besoin d'~ire des phrases enti€res) 
(73) 
(74) 
(75) 
(76) 
(77) 
(78) 
......... 
. . .. . . . . . .. . . . . . . . . . . . . . . . .. . . . . . . . .. . . . . . .. . . .. . . . . . . . .. . . . ... . . . . . .. . . . 
. " .............................................................................. . 
10 
B :9-00 
D 61 
8 fQ- 3 
B 65- 6 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
78 
79-00 
........................................................................................... 
.. . . .. . . . . . . . . . . . .. . . .. . .. . . . . .. . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. .. .. .. . 
SEC T ION VI: L' IW\GE 00 PRJFESSEUR "IDFAL" 
, 
L'cbjecUf de cette sectioo est d'obtenir de ta.\tes 1es persoones ccncemees CX.J iITpliquees 
I, / , 
darn l'ed.catioo de la janesse l'idee qu'elles se foot d'm ben professeur en general 
e . I l 
(I - partie) et d'un ben professeur d'a1glais CX.J de l~ etr.::r1geres en particulier 
( 2 ~ partie). Le "professeur i~" est certes U1e illU3icn mais il est ta.\jours ben et 
utile de savoir ccmnent 00 se l' imagine. 
la sectia{ ~i~~ ~ 'deux parties. (a) the CCX.Jrl;e descriptioo de votre ccnceptioo d' un 
ben ' If I Professeur CX.J professeur ideal en general, et (b) tne se1ectioo de qualites Prq:Jres 
'-- I \. 1,1 , }, 
au LA..l1 professeur de langue etrangere, CX.J professeur ideal de 1angues etrangeres 41 .( 1 ; 
1 '0CCUren::e l' anglais. 
(a) Descripticn libre du professeur i~. 
69. rhxivez ~ bri~vanent (pas plU3 de cin:} ligpes) l'image que VCX.JS VCX.JS faites d'un 
ben enseig1a1t aJ ben professeur en termes PlYsique, social, psych:>logique, ~i­
'P=, et li.;gu:.stique. ECRI'.rzz LISIBlDlENl' SVP. 
.................................................................................. 
.................................................................................. 
... .. . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . .. . .. . . .. . . . . . . . . . . . . . . . . . . . 
.. .. . . . ... . .. . . . . . . . . . . . . . . . . . . . . . . . . .. . . .. . .. . . . . . . . . . . . .. . . .. . . . . . . . . . . . .. . . . . . . 
. . . .. . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
(b) Sel t' I I " 
ec ~Q1 de quali tes prcpres au professeur ideal de langues etrangeres. 
C' I ~~ vaJs avez un certain narbre de particulari tes d I U1 professeur de 
,~~._ ' \. '\. l 
...... ~ut: etrangere, roU!(iment I' anglais. Priere d' indiquer 1eur inportance, selcn VCX.JS, 
I I 
PQ.lr definir le prUfesseur d'anglais que VCX.JS pensez etre "ideal", te1 que VCX.JS 
1" . I ~. PCX.Jr repcndre encerclez U1 des indices 1-5 d:nt 1 = 'IRFS IMFDRTANl'; 
2 = JISSEZ IMroRTANI'; 3 = IMRRl'Al'rn MJYEl'H:; 4 = MlII'S 1MPCRl'ANT; et 
5 = PAS UJ 'IUJr ThRJRTANI' CX.J IMffiRI'Al'rn r-llLlE. 
LISEz A'ITINrIvFMNr Cl1.dQJE mINI' AVANT lE Rm:lIDRE. 
11 
§ 1 - 3 
LJ 4 
B 5-6 
i. LE ~ IDfAL f)' Mr.UI.IS 
~ .. ~. I /l 70. u:::nna:::~ et CCIil>ra1d le langage prqlre au damine de specialisaticn de ses elevcs/ 
'tuliants (par exerple le langage pI"q)re aux sciences et a la techoologie) 
1 2 3 4 5 
71. fait faire beauccup de grarrrffire 
1 2 3 4 5 
~ , , I \ 
-1 -72. ~ biEn ses eleves/eUrliants, les aide a (mieux) se <Xl1I1CU tre eux-menes 
et a ~ tre leurs ccndisciples. 
1 2 3 4 5 
73' I , 
• ~t liberal. Il laisse les eleves croisir leurs sujets de devoir ou de travail, 
rep:nj volcntiers aux questicn~:; et adret la ccntradicticn (ou d'etre ccntredit 
par ses eleves/~b..xiiants. 
1 2 3 4 5 
7. l ~ / / 
4. awrerrl aux eleves/etudiants a travailler (ie. a chercher et decoovrir U1e metilode 
de +--. ·1 .) ... , 'flL ... ~-
...... aVCU peI'S01l1elle efficace , a penser et a re <::u UJ. . 
1 2 3 4 5 
75. fait awrEn:lre ~ de vocabulaire pratique courant 
1 2 3 4 5 
76. explique biEn, clairenent 
1 2 3 4 5 
77. se hi· ~re ~ l' occasicn d.! rranuel pour on=ni ser sal cours wee la collaboraticn de \ "'&--, A , \. I. 
ses eleves et en accord avec les oriEntaticns et les interets de ses eleves/ etlldiants 
1 2 3 4 5 
78. enI\ , , , .... , 
eve aux eleves/eb..xiiants la peur de parler l'anglais (En classe ou a l'exterieur) 
1 2 3 4 5 
79 ins· I / 
• lSte plLS sur la langue parlee que sur la langue ecrite 
1 2 3 4 5 
00. fait ~"'errlre des chants en anglais 
1 2 3 4 5 
81 n'a---L. ' , 
• "'<.a.:ne pes bea..ca.p d'iITport.ance a la prcn:tJCiatioo, au rythne et aI' intcnaticn 
123 4 5 
82. E!I1Sei.g;Je bea..Kx:qJ de cJnses sur la ~e, l'histoire, les rroeurs; bref, la 
CUltur-e des natifs de la langue anglaise. 
1 2 3 4 5 
83. ne parle que l'anglais avee ses ~l~es/~tudiants (En classe carme ~ l'~ieur) 
et n' expliq..re jarais en ~s ou autre la1gue, quel que soi t le problane. 
1 2 3 4 5 
84. P8rle 1 . , , I • . 
e IT'OlIlS POSSible pa..i[' laisser les eleves/ etudiants par ler le plLS possl.ble 
1 2 3 4 5 
85. fait fp,~ ......... 
....... '" """" Jeux En classe 
1 2 3 4 5 
iie la liste ............. _ _ ~ Cl~ n'est certa:inanent pas exhaustive. Priere d'ajouter ci~ 
00. 
1~ ~i~ ru caracteristiques que VUJS pmsez ~tre ~/assez ~tes rrais 
qui. ne figurent pas sur la liste. 
...................................................................................... 
12 
D 8 
D 9 
0 10 
o 11 
0 12 
0 13 
o 14 
0 15 
0 16 
0 17 
0 18 
0 19 
020 
o 
FSl. 
00. 
.. .................. 'O'O ................................................................................................... .. 
........................... 'O ............................................................................................................... . 
89. .. ................. 'O ............................................................................................................ 'O ....... . 
00. .. ............................ 'O'O ...................... 'O .... " ........................................................................ .. 
iii. S:lectimnez panni les qualitbo de la liste ci-dessus et celles que vrus venez 
d'ajaJter, les cirq quali~ qui, sel<n vo..5, Salt les plus :inp:>rtantes et les 
cinJ. quali ~ cp...te VOJS trcuvez les rroins iJTportantes (sui vant l' ordre d' irrportance) • 
", " . ' Pcur repcrdre, ecrivez les n.rneros des qualites que V<U3 avez selectlrnnees dans les 
I , I 
carres nunerotes ci-desscu3. 
91. Les cinq quali~ les plus irrportantes 
1 2 3 4 5 
+ [ 
--____ L-____ L-____ ~ ____ L_ __ ~ 
. (28 - 9) (30 - 1) (32 - 3) (34 - 5) (36 - 7) 
92 Les' I 
. clI'q quali tes les rroins irrportantes 
1 2 3 4 5 
+ 
(38 -9) (40 - 1) (42 - 3) (44 - 5) (46 - 7) 
FlN IXJ QJFSTICN'OORE 
MERer BFAtmJp roJR VOIRE OJl1.AOORATICN 
4. ':,' 
13 
0 24 
0 25 
0 26 
0 Zl 
28-9 30-1 
mm 
32-3 34-5 
mm 
DJ 36-7 
38-9 40-1 
OJm 
42-344-5 
mm 
m 46-7 
I; 1 11 
APPENDIX I ( 1 1 i ) 
TEXTBOOK EVALUATION 
(THE TEACHERS' QUESTIONNAIRE) 
- TEXTBOOK EVALiJATIOr-\-
QUESTIONNAIRE 
r:'-;TRODUCTION: 
This questioonaire is part of a research project en teaching and learning English 
as a Foreigl Language in F'ran<::qhne Africa, especially in Zaire. The aim of 
the questicnnaire is to collect teachers' evaluatien of. their main English text-
boc.k, tilat is the me they use rrcst frequently to teach English. Please answer 
as hcnestly and accurately as yoo can to help the accuracy of the results of 
the project, as the acruracy of the results is essential for the validity of 
the cooclusicns that wiU foU"",. 
Thank yoo in advance for yrur co-c.peratien. 
UJBASA N' TOO 
lNIVERsI'IY OF ~ lN3TTIUIE OF EOOCATIOO. 
DEPARMNr OF El'CLISH FUR SPEAKERS OF aIHER LArllJAGES. 
OCToBER 1933 
SEC T ION I : F'E:RU~AL [)ETAILS (* = DElEIE PS APrnJPRIATE) 
N A ME .................................. . flC'S'T rwvE (S ) .""........................... 
AGE 
................................... 
SEX : MALE/FDlALE * 
lvt:JIl-iE:I:t 'I'C:I'GJE{S) (a) ..............•..........••...•••.••.•••••.•••••..••••.•••........ 
(b) ••........•..•.........••••...••••..••••••••••••••••••..••....... 
...................................................... 
(b) .........•...••••••••••••••••••••••••••••••••••••••..• 
(c) •••••••••••••••••••••••••••••••••••••••••••••••••••••• 
(d) ..................................... " ........ " ... " " .. 
RELIGION 
....................... " ... " ......................... " ....... " ... " ... . 
lNITIAL 'IllAINIm AND qJALITlCATIQ"S 16 - 31 
sa-roL, lJNIVER3TIY/mIlEGE 
~(S) 
S'IUDIED DAlE TITLE / IJEl]1EE; ETC. 
PlU"EsslOOL (IN-SERVICE) 'I'AAININ:i 32 - 43 
SUBJECT PLACE DATE 
f:....C T U A L JOB 44 _ 63 
...... " 
'-
SL1BJEcr TALG!I' H:X.Jffi/WEEK ClASS OPIT<N SECl'I<N 
-
SClmL(S) 
RESEAu 
.......................................................................................................................................................... 
.......................................................................................................................................................... 
....................................................................................................................................... 
OOll£GE1LmvE:Fs . 
I'IY ...................................................................................................................................... .. 
"". , ...... 
2 
1 - 3 4 5 
[]]JOD 
06 
0 7 
Os 
CD 
o 
o 
B 
o 
9 - 10 
11 
12 
13 
14 
15 
DODO 
DODO DODO 
28 29 3J 31 
DODD 
D32 033[}34 
D35D36Q7, 
Qg D39D4C Q 1 D42D4j 
44 45 46 4748 
00000 
49 ~ ODDi ~kJ 5.6 5758 ; 
DDDDD' 
59 60 61 62 63 
DDDDD 
m 64-5 
D 66 D 67 
o 68 
LL'UJISITC <XM'E'lEI'{;E (APITIUDE) 
Plp..aBe enter 1 for EXCELLEl\'f, 2 for am, 3 for FAIR, and 4 Cor £U)R in the table belo.r.r 
to indicate yrur mastery of the languages it ccntains; 
~ CONVERSATION MESSAGE U'IDER3TANDm:i SPEAK:I:N:i READJN:i WRITm:i 
MJlHER 'ID'UJE (S) 
CII1JB.t>. 
KIKCN:n 
KIsWAl-ITLI 
LIJIG<\LA 
El'llls-I 
FRFJIOi 
0lP.ER (ZAIREAN/ 
FrnErrn) 
(Please specify) 
SEC T ION II: 'lEX:IRX:K EVAllJATICl'J 
Please write the ti tie, the year of p.li:>licaticn and the publisher of the texbock 
YOJ \.JS.e Il'()St 'to ~ Erlglisl1: TrITE ••••••••••••••••••••••••••••••••••••••••••••••• 
YEAR •••••••••••••••••••••••• 
I'tlElI..,~ ••••••••••••••••••••••••••••••••••••••••••• 
Indicate WUch of the follCM.ing pr~iples amlor criteria are awlicable to yrur 
1:.exbooo: (ie the texbocK yru have menticned above) wing the scale 1 - 5 as foll~: 
1 = VERY APPLICABLE 
2 = FAIRLy APPLICABLE" 
3 
= NEI'IHER APPLICABLE NJR INAR'LICABLE 
4 = FAIRLy INAFPLrCABLE 
5 = VERY lNAFPLICABLE 
~ '!HE fIF'Pro:ruA'IE INDEX 'ID ANSWER 
"'"t-1t...1" C''-'-: c...c,"-!"I:Ocf\IT . 
i. TOPICS 
1. The t.qJics are varied and lcgically arranged 
1 2 3 4 
2. 
The t.qJics are relevant to the learning socio-cul tl.lral env:ircnnent 
1 2 3 4 3. 
The t.qJics are relevant to the needs of the learner 
1 2 3 4 
5 
5 
5 
3 
69 70 71 72 
DODO 
73 74 75 76 
1 J liJO 
77 78 79 00 
DODO 
tiIJo 
5 6 7 8 
opgg 
DODO 
13 14 15 lE 
DDDC 
utJOE 
21 22 23 2L 
DDDC 
D 28 
D 29 
0 3J 
4. The tcpics cater for the learner's expectatiOlS. 
1 2 3 4 5 
5. Mda1ce aba.lt the different pcx3Sible ways of exploi~ the tcpics is provided. 
1 2 3 4 5 
6. The tcpics consist of fiction. 
1 2 3 4 5 
7. The tcpics consist of facts and dayly life. 
1 2 3 4 5 
8. The tcpics consist of insti tutions and the target culture. 
1 2 3 4 5 
ii. GRAMMAR 
9. The text:bod< stresses carrrunicative carpeterx::e in teaching strucUlral it:Ems. 
1 2 3 4 5 
10. The t..ext:bcx::k distinguishes between use and t.Eage in the teaching of grarrrar. 
1 2 3 4 5 
li. The textI:x:x:k provides adequate rrodels featudIlg the structures to be taugJ1t. 
1 2 3 4 5 
12. The t..ext:bcx::k sl"k::w.3 clearly the kind of respc:n::;es required in drills (eg substitutions) 
1 2 3 4 5 
13. The t..ext:bcx::k explains gFcJ1'1T'ar in terns of use in disca.IrSe and text. 
123 4 5 
14. The t..ext:bcx::k selects structures with regard to differen::es be"bNea1 L 1 and L 2. 
1 2 3 4 5 
15. The textI:x:x:k provides st:im.llatirlg granratical structures relevant to the learni.ng: 
situation culture and to the learner's needs. 
1 2 3 4 5 
16. The textl:x:x:k teaches and uses a lot of grarmatical temrlnology. 
1 2 3 4 5 
iii.VOCABULARY 
17. The t..ext:bcx::k provides a lot of stinulating and practical vocabulary selected on the 
basis offreq.Jency and f\n::tional lcm. 
1 2 3 4 5 
lB. The t.extI:xxk distinguishes between use and tEage in the tearo.ng of vocabulary. 
1 2 3 4 5 
19. The t.extI:xxk presents vocabulary in awrq:>riate contexts and situations. 
1 2 3 4 5 
al. The t.extI:xxk fOCUSes on problars of usage related to social backgro..nd and learners' 0... I 
sr>eakers' atti b..de. 
1 2 3 4 5 
4 
D 31 
D 32 
D 33 
D 34 
D 35 
D'3l 
0 39 
iv. S PE E C H 
21. The text:bock is based 00. a ccntrasti ve analysis of English and French or local sa..nd 
systars. 
1 2 3 4 5 
22. The textbock suggests ways of dEmrlstrating and practising speech i ta:s. 
1 2 3 4 5 
23. The textbock inclLrles speech situatioos relevant to the learner's backgroJnd. 
1 2 3 4 5 
24. The textbock takes ac<X:U1t of variatioo. in the accents of ncn-native speakers of English. 
1 2 3 4 5 
v. REA DIN G 
25. The textbock offers exercises for urx:lerstanding of plain sense. 
1 2 3 4 5 
26. The textbock offers exercises for I..I1derstanding of irrplied meaning. 
1 2 3 4 5 
Z7 • The text:bock offers learning am practice exercises focusing 00. CCfITTU1icati ve C01pe-
tax:e. 
1 2 3 4 5 
28. The text:bock relates reading poosages to the learner's bacl<;grcu1d. 
1 2 3 4 5 
29. The text:bock selects passages within the strucb..lre range of the learner. 
1 2 3 4 5 
3). The text:bock selects passages reflecting a variety of styles of ccntenporary English. 
1 2 3 4 5 
vi. W R I TIN G 
31. The textboci< relates, written WJrk' to structl.lres and vocabulary practised orally a<:; 
reinforcement. 
1 2 3 4 5 
3? The textboci< gives practice in ccntrolled and guided COTpOSitioo. in the early stages. 
1 2 3 4 5 
33. The textboci< relates written WJrk to the IX-JPils' age, interests, and envircnnEnt. 
1 2 3 4 5 
34. The text:bock dem::nstrates tedniques for harrlling aspects of COTpOSi tiro teaching. 
1 2 3 4 5_ 
35. The text:bock secures traooi tiro fran sentence writing to the writing of ccntinua..s 
Prcse (ie ocrnected writing). 
1 2 3 4 5 
5 
o 48 
o 49 
35. The t:extbod< introduces and cmtains a variety of devices for linking ideas and sentJ.n:.:es 
1 2 3 4 5 
'37. The texti:x:d<; offers strategies for the presentaticr. Qf associated ideas. 
1 2 3 4 5 
:E. The textbock makes use of translatim as a device for teaching writing. 
1 2 3 4 5 
PART II METHODOLOGY 
vii. The l~ processes suggested in the textbcd<: 
39. are repetitive (ie based m repetitien and recycling) 
1 2 3 4 5 
4:>. are argpnisati<rcl and ca-structi ve (ie dedt.cti ve, l.ndu::tive, or both) 
1 2 3 4 5 
41. are clearly expressed 
1 2 3 4 5 
42. ~ gradatien of C<rltent fran the easier to the Il'03t difficult 
1 2 3 4 5 
43. are adapted to the learner in his/her envi.rcnroent 
1 2 3 4 5 
viii. ~ tasks or activities 
44. The textbcck offers a lot of talking and diSCU3Sien practice. 
1 2 3 4 5 
45. The textbcck offers exercises for grcup 'MJIi< stdl as role play, siITulatien and acting. 
1 2 3 4 5 
46. The textbcck provides t.cpics for ccntrolled, guided and free carpcsi tien. 
1 2 3 4 5 
47. '!he textboc:k proviqes exercises involving ~verbal activities such as drawing diagrars, 
pictures (or colO-Jring thEm) and grap1s or resparling in a ~verbal way to a linguistic 
stimulUS/stimuli. 
1 2 3 4 5 
48. 
'!he t:ext:bod< provides learning ganes. 
1 2 3 4 5 
49. The textbock provides learning soog;3 and poa1l3. 
1 2 3 4 5 
ix. ACI'IVITy MA.NAGEMMr 
5). The textl:xx:i< provides the teacher as well as the learner with guidance cmceming the 
irrplementaticn of the activities. 
1 2 3 4 5 
6 
0 53 
064 
o 65 
0 66 
o 67 
000 
069 
0 71 
074 
075 
076 
7 
S1. The textbock makes use of translaticn to explain ....tlc'3.t should be dcne. 
1 2 3 4 5 o 78 
x. F LEX I B I LIT Y 
52. ll-", 1r.:l~1Ods suggested in the t.extbook and the tasks involved are varied. 
1 3 4 5 2 
53. It is easy to make tasks sOOrter or looger. 
79 
U-3 4 
I I I ] C: 
1 2 3 4 5 0 5 
.1 
P A F. T THREE: TI1E S'IRnURE OF 'mE 'IEXIIDl< 
54. The textbcx:k allONS iITprovisaticn and adaptaticn. 
1 4 5 D 6 2 3 
55. The textbcx::k helps the learners to deal with the material according to their respec-
tive cognitive styles (ie activates leamers'oognitive styles). 
D 1 2 3 4 5 7 
~. The textbock takes into acca.nt learners' learning habits. 
1 2 3 4 5 D 8 
57. The textbock is rrotivating. 
1 2 3 4 5 0 9 
SS. The textbock ccntains revisiCl1S. 
1 2 3 4 5 0 10 
59. The textbcx::k ccntains a list of vocabulary. 
1 2 3 4 5 D 11 
00. The textbock ccntains a list of structl.lres. 
1 2 3 4 5 0 12 
61. The textbock ccntains a list of functicrs of language use. 
" 
1 2 3 4 5 D 13 
PAR T F 0 U R: YaJR PEIRrW. VIEW3 OF 'mE TIXIBXl<. 
62. Please enter bel"", any positive or negative ccmnent en this textI::>od< (yoor text.:I::xxk). 
· ...................................................................................... . OJ14 - 5 
· ....................................................................................... . 
· .......................................................................... ,' ............ . 
· ........................................................................................ . 
· ........................................................... ~ ............................. . 
PART F I V E TZAGiL'\C AND LEARI\jII-G HABITS. 
63. Write a brief descriptim of the way yru teach with this t.extl:Jod< and the way y(J,j expect 
learners to learn using this txx:k. In other \IoOrds; heM do yru use this txx:k and hoN do 
yru expect yrur pupils to use it? 
· ..................................................................................... . 
· ...................................................................................... . 
· ...................................................................................... . 
· ....................................................................................... . 
· ....................................................................................... . 
64. Do yrur pt.pils/students learn or use the bc:d< the way yru expect than to or not ? 
65. 
(OOIE 1 YES; 2 F'{)) 
1 2 
If ror (ie if yrur answer to OJestim 64 is no) what are yrur inpressiOlS and/or 
experience of heM yrur pupils learn ? 
· ...................................................................................... . 
· ..................................................................................... . 
· ...................................................................................... . 
· ...................................................................................... . 
.. . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . .. .. . .. . . . . . .. . . . . . . . . . . . .. . . .. . . . . . . . . . . . . . . . . . . 
, ' 
8 
DJ 16-7 
o 18 
[019 - 20. 
., 
A P PEN D I X I I 
INTERVIEWEES' PERSONAL DETAILS 
SAMPLE FORM 
415 
, " 
LEARNER'S PERSONAL DETAILS 
NAME POSTNAME/S 
DAY/BOARDING LEARNER *.- AGE SEX: *MALE/FEMALE ________ __ 
MOTHER TONGUE 
RELIGION 
SCHOOL/COLLEGE 
RES EAU GONG TURN 
SECTION OPTION CLASS 
PERMANENT RESIDENCE 
NUMBER OF YEARS SPENT ON LEARNING (a) FRENCH (b) ENGLISH 
LINGUISTIC COMPETENCE 
EXCELLENT GOOD FAIR POOR 
MOTHER TONGUE 
NATIONAL/REGIONAL LANGUAGES 
FRENCH 
ENGLISH 
OTHER 
TYPE OF FAMILY: *MONOGAMOUS/POLYGAMOUS 
NUMBER OF CHILDREN 
PARENTS' SCHOOLING LEVEL 
FATHER'S 
MOTHER'S 
OBSERVATIONS 
HIS RELIGION 
HER RELIGION 
PARENTS' PERSONAL DETAILS 
AGE SEX: MALE/FEMALE MOTHER TONGUE 
RELIGION 
SCHOOLING AND/OR TRAINING 
PRIMARY: *YES/No 
SECONDARY: *YES/NO 
APPRENTICESHIP: *YES/No 
IF YES, WHAT SUBJECT/S 
HIGHER EDUCATION: *YES/No. IF YES, WHAT SUBJECT/S & DEGREE/S? 
SUBJECT/S: 
DEGREE/S: 
PROFESSIONAL TRAINING 
SUBJECT/S PLACE DATE 
SOCIAL STATUS: 
MARITAL STATUS: *SINGLE 
MARRIED: (a) MONOGAMIST 
(b) POLYGAMIST: NO. OF WIVES 
SEPARATED - DIVORCED - WIDOWED. 
NUMBER OF CHILDREN: UNDER 6 YEARS OLD 
BETWEEN 6 & 18 
ABOVE 18 YEARS 
STUDYING 
STUDYING 
RELIGION & SCHOOLING LEVEL OF RESPONDENT'S PARENTS 
RELIGION SCHOOLING 
OBSERVATIONS 
WORKING 
TEACHER AND ADMINISTRATOR RESPONDENTS PERSONAL DETAILS 
NAME 
--------
POSTNAME/S ______________ _ 
AGE SEX: MALE/FEMALE MOTHER TONGUE (MT): 
TRAINING AND QU~FICATIONS: 
SCHOOL, UNIVERSITY/ 
COLLEGE 
PROFESSIONAL TRAINING: 
SUBJECT: 
ACTUAL JOB: 
SUBJECT/S 
STUDIED 
----------
ORGANISATION OR SCHOOL/S: 
LINGUISTIC COMPETENCE: 
EXCELLENT 
MOTHER TONGUE 
NATIONAL LANGUAGES 
FRENCH 
ENGLISH 
OTHER 
RELIGION: 
NO. OF YEARS 
STUDIED 
PLACE: 
TITLE/DEGREE, 
ETC. 
DATE: 
TEACHERS ONLY 
SUBJECT/S ___________ _ 
HOURS/WEEK 
CLASS/ES 
OPTION/S 
SECTION/S _____________________ ___ 
SCHOOL/S 
RESEAU 
DEPARTMENT/S 
COLLEGE/S 
UNIVERSITY/IES 
GOOD FAIR POOR 
A P PEN D I X III 
KIESSE'S REPORT 
NOM: 
CLASSE: 
ECOLE: 
Kiesse Siluanginda 
Veme L' t'<' ' l.t <::ral.re 
Institut Nsona-Nkulu 
Temoignage 
Je suis un jeune Zairois ne en 1966. Jamais je n'avais pense qu'un jour 
je parlerai Anglais. 
Je debutais le cours d'anglais en 2eme secondaire. Trouvant que 
c'etait une drole de langue, je la detestais; mais tout change a en 
troisieme annee. Avec le nouveau professeur d'anglais, je commencais 
~ m'interesser a cela. J'ai demandais a un ami de m'apprendre l'anglais, 
il accepta, mais, il etait OCCupe pendant les moments l~. Alors, je 
m'etais decide de l'etudier seul. J'ai debute avec un livre elementaire: 
"Anglais Iere annee" avec l'editeur Didier Marcel, j'ai continue avec 
l'anglais lIe du meme editeur. A la fin de le dernier, je me debroullais 
dej~ bien ~ parler anglais. 
Je commencais a lire des romans anglais pour enrichir mon vocabulaire. 
Je me suis senti capable d'affronter un Anglais quand j'ai termine le 
livre intitule: "L'Anglais sans peine" ASSIMIL. Enfin j'ai pu attraper 
quelques cas~ettes pour les cours d'anglais; c'etait juste pour ameliorer 
ma prononciation. Pendant mon apprentissage je mettais tout ce que 
j'apprenais en pratique. 
C'est ainsi que j'ai connu l'anglais. 
"Je l'ai etudie juste pour satisfaire mon desir." 
Le vOtre Kiesse. 
(Corrected by Zadio M. Lubasa.) 
A P PEN D I X I V 
MOTIVATION AND PERSEVERANCE IN ELF/ESOL LEARNING MATERIALS 
(FROM THE OEU NEWSLETTER) 
Illl 
The University of leeds 
S[hool of Edu[otion 
~_,)'.AJI.- - I 
\.l.. -.~ - -lit-
\..-. e ,., c-le 
Newsletter 
No 15 JANUARY 1984 
ARTICLE 
Motivation and Perseverance in EFIJESOL 
Learning Materials 
by LlIbll.f{/ N'ti NUl'lldi (DTEO 1977-78) 
" 
(The following is an extract from the draft of a project M{ 
Lubasa is engaged in at the Institute of Education in the 
University of London. He would welcome comments from 
any interested readers. Ed.J 
It is often said that motivation is crucial for learning to take 
place. but paradoxically very few people talk about it, and 
certainly not many of them speak about it in connection with 
the content of teaching and/or learning materials. As far as I 
understand what is going on in the field of language teaching, 
what teachers ill1d rcsearchers do is to use or suggcst methods 
\ 
and approaches which would serve as motivational factors. 
This is, in my opinion, analogous to developing the learner's' 
grammatical or linguistic competenn: ,lIld cxp~'ctll1g com-
municative competence to follow or result from the 
development of linguistic competence. 
My l'on('cption nf perseverallCl! can he de~nlhcd as tll<' 
leamer's ability 10 deal wih a crisi,f poilll. In this sense 
perseverance is not only a permanent, continuous process but 
also, and mainly, a reaction to obstacles and criticlll points or 
situations. 
I agree that the higher the intensity of motivation the more 
likely learners persevere (hence the correlation between 
motil'Cllian illtensity and persistence), but this does not imply, 
nor does it follow from it .. that learners with lowcr motivation 
cannot persevere. It is even possible that learners with lower 
motivation intensity persevere more than those with high 
motivation. Indeed, the higher the motivation the more likcly 
one is to drop out if one cannot go past an obstade; that is, if 
.one cannot face and solve a crisis. This is to be tested. 
however. 
I also agree that the lower the level of motivation the more 
readily one encounters an obstacle, However, if he can go 
past the obstacle then he will certainly learn, and a high 
motivational level is liable to follow. 
\ 
T?e ~rimary aim of the project is to consider ways in which! 
~otlvahon can .be incorporated into a language syllabus and; 
II1to learning materials in terms of socio-cultural, psychologi-
cal, and linguistic content as well as a by-product of i 
methodology and textbook structure through an ESP' 
approach. That is, to specify a type of content easily 
processable by most, if not all, learners of a particular 
socio-cultural, psychological. and sociolinguistic background 
bec~use. it is based a~ far as possible and necessary on 
motl~ahonal factors. This is envisaged to relation to a specific 
area III Zaire - as my specific learning environment - and to 
s~ecific purposes I hope to define from the results of some of 
Communicative approaches to language tcadung!learning 
(among which are ESP and study skills) are, in my opinion. 
an indirect attempt to help the learner (no matter thc level of 
motivation) to persevere in learning English or other 
languages. To deal with perseverance in a direct manner one 
has to design courses and produce textbooks containing 
activities which no one could fail to solve, provided they are 
adapted to the learner's ability to solve problems within the 
norms accepted in his/her society and in accordance with the 
linguistic, or rather the sociolinguistic, requirements of the 
language at hand, that is English, in our case. / ' 
t e data I am collecting very soon. 
Although m t' . . 'd . ff' 0 tvatton tS sal to be the most Important factor 
a eC~lIlg terminal behaviour or learning. I believe that it is 
~ot Just motivation which does the whole joh (as most 
Info~med people would agree). I am inclined to think that the 
cructal factor (or whatever it might be called) is persel'ertlnCl' 
~ learn as opposed to persistellce which. according to 
-r:rdner. and others, is subsequent to 1II0til'atioll illlellsitv. 
e reason I think so (and this is mv hypothesis) is that ~o 
malt~r Ih~ int~nsity of motivation, le~mers leam if thev call 
persev~'e; and the more they learn, the more they pers'evere 
and the more motivate.d they are likely 10 be. In oihcr words, t~~ mor~ they learn, the more they lIre involved in the process 
o ea.rnmg and persevere, and the more pcrseverantthev are. 
\ the higher their motivation is likely to get . 
•• !.. 
'·:otivation and Perseverance in EFL/ESOL Learninp; ~iateria1s, I·Totes 
from the Discussion Session at the Insti tut National PedagogiCi.ue (IPU), 
Kinshasa-flTbinza. 
1. l.la.tuka started English when he discovered 8n English text in which 
many words looked like French words. By curiosity he wanted to know 
how the French-like words were pronounced • When he entered the third 
year of secondary education (this is when Enp:lir,h officially started, 
now it is supposed to start from the first year of secondary school) 
he found the course rewarding. The teacher \'18.8 so active that his 
motivation was always high; but towards the end of his secondary 
education he found the teachers did not meet his exoectations. 
His motivation died. Nevertheless, he forced his way through the 
learning of English. At the moment Matuka is a lecturer in the 
Department of English at IPN, Kinshasa. 
2. Following Matuka's report came up the ~uestion whether Perseverance 
could precede Motivation. It was agreed that it cann6t~ 
3. In motivational matters,Kisala (another lecturer in the Department of 
English at Ifl~, Kinshasa) pointed out that the appearance or the 
outlook of the teacher is important. The point was supported by the 
audience. 
